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INTRODUCTION

The State College System of the Commonwealth of Massachusetts, through its
Center for International Education, seeks to improve international relations and
education through many programs and activities. Important among these is the pub-
lication and dissemination of research and research related literature.

The publication of this volume, The American Sponsored Overseas School. A Re-
search Matrix, is a result of this interest and reflects the continuing interest of the
Center for International Education to foster improved understanding in the inter-
national field.

PURPOSE

This publication will provide a source of information and research invaluable to
the people interested in and responsible for the many American Sponsored Overseas
Schools (ASOS) which serve children throughout the world. The Research Matrix
will provide a ready reference to many of the common problems and potentials in
the-ASOS and will be beneficial to school board members, administrators, faculty
and to parents. It will also provide a comprehensive model for the classification of
research pertinent.to the ASOS and will thereby provide the serious researcher not
only with a means of classifying existing research but also with a model which will
help to identify the voids in the research base,

Professors and Gthers involved in teaching courses and providing in-service educa-
tion dealing with the cross-cultural aspects of education generally or with the ASOS
specifically will find the book useful as a textbook or as a supplementary text.

THE AUTHOR
Mr. Orr is an internationally respected scholar and practitioner in the fields of ad-

ministration and international relations. Having worked and served as a consultant for
governMent, business, industry, and higher education in more than forty countries,
his expertise has been brought to bear on many complex problems throughout the
world. He has had published more than one hundred books and manuscripts. This
background, of experience prepared him well to write this book. . .

A particular and long term interest of his has been the American type school over-
seas. In addition to fourteen years experience as a university dean and professor,
public school teacher and administrator, he has also worked for nine years in
American-type schools in Latin America as teacher, pr(ncipal and superintendent.

.,Mr. Orr received his Ph.D. from Michigan State University and his B.S.from
North Texas State University. His public school education was in Denton, Texas.

In the field of international relations, Mr. Orr has served as Chairman of the Com-
mittee on InternatiOnal Relations of the Southern Association of Colleges and
Schools (SACS), as a Member of the Committee on Latin American Relations of
SACS, as Chairman of the Committee on International Relations of the American
Association of Col)eges for Teacher Education (AACTE), as Chairman of the Com-
mission on International Educatioh (AACTE), and as a MeMber of the National
Advisory Committee on Teacher Exchange (Fylbright-Hayes).

He is currently a Member of the Board of Trustees of the International Council
on Education for Teaching. - ,

...

Leonard I. Savignano
Commonwealth Professor and Executive Director
Center for International Education
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A -very legitimate question wfilcti,shoUrc.1.b:e asked ofttiose cPticerned with the

'concepts of internationalists and interclaittiraliSm is the fationale-for their doncern

and the bask premises from whick.they operate. Asibiylerstanding of the rationale

and .basic premises. should provkiea reader be fie supporter or c with a

better understanding Of the autii06 position, 4nd actions a§ they late to educa-

tion and its continuing develOpMent. ,' 7,
:- ., ..,

As an author, my, beliefs are very 1:4sfc; as a sttident, my understanding of con-

cepts changes and develops as I learn piore. ,

The following discussiortre'presents my pdsition,ir41974.
. r '. l'

INTRODUCTION TO THE SITUATION
"International education" has developed a host of meanings: from comparative

study to technical assistance to developing countries; from foreign intergovernmen-

tarelations to exchange of.faculty, students or materials. To rrany it means area

studies and social studies and foreign languages; to a few it is "Pen-pals" and inter-.,

national travel. To some it is only Scholarly, to others only practical or applied. it

irhlolves cross-cultural experience, binational and multi -cultural involvement. It in-

cludes all of these and more. In fact, the term,' Mien?. ational edziciition, has such a

wide range of meanings thatits value for communication is lost.

Recognizing this diversity of meaning, 1-0,11ii-O-fattempt further definition but

rather explore two concepts, _internationalism and intercultural /sm.

THE CAUSE FOR` CONCERN

Viewing the results of what we have called international education, there is

adequate cause for co,ncerh.

1. There is a dangerous uneveness between our ability to create in

people a sense of wcirfd responsibility and the increase in pur
technological capacity to destroy (Von Braun, Frankel).

2. An inverse relationship seems to exist-between the world's tend-

ency to grow smaller and the human tendency to become tolerant

and understanding. Indeed, during the last generation, the world

has had an unprecedented increase in extreme nationalism
(Counts, DeYoung, Taylor). Domestically, a corresponding polar-

ization of races is occurring, a tendency to replace racial

integration with separatism.

3. People in America are more -chauvinistic, parochial and intolerant

in their attitudes toward other nations and othet cultures than at

any- time in the past century (Commager 1969, Morehouse 1970)

in spite of vastly increased funding and involvement by the United

States and our people in area and language studies, international

travel, foreign aid, etc. which we have assumed would bring about

better understanding. Furthermore, these attitudes pervade our

society within, as well as without.

4. The premise that glottikecrhfrontation is an effective solution to
problems is no longer valid. The majority of the American people

have not as yet accepted this fact, or if they are aware of its inval-

1



idity, they have not as yet translated that awareness into appro-
priate behavior. Moreover, the leadership structure of education
has done little to translate this baiic 'change in premise into
learning experiences whose result's correlate with appropriate ob
jectives. We do not appear to be making any significant progress in
replacing confrontation with reason and deliberation even at
lower levels.

This cursory introduction to causes for concern is intended to stimulate* memory
and, combined with a host of other factors within the, reader's knowlelge, should
permit agreement on one major conclusion about our present circumstances: inter-

'national education thus far has been a failure when vieyvedin terms of the behavior
of a significant majority of the Americin people,

WHAT INTERNATIONALISM IS AND IS NOT FOR EDUCATION
Internationalism his not an instrument of national security; it isnot the applica-

tion of U. S. foreign policy; it is not national defense or AID militiry sypport.to '
other countries. Education recognizes political expediency and the need for na--
tional security. Hottever, the focus of education's involvement is our '-fundamental
concern for understanding better the human condition in the modern world as a
vital element in advancing the cause of world peace and therefore the Welfare of thecitizens of the United States" (Morehouse). Ideally, this 'understanding of the
human condition should characterize individual behavior. Therefore,-inter-national-
ism is'a frame of mind, an attitude, a concept of oneself as a member Of arrinteil .national community.. It implies valuing cooperation as more imporlant than. competition; it means,behaving' interdependently rather than independently:ft is-embodied in the principle that was introduced by the International Education Act:that "to be educated in America it. is necessary to be educated as a citizen of the"international community." It is community member;hip that transcends nationalboundaries.

, .

Interculturalism is a necessary corollary, strongly interrelated, but extended to a
broader context for it embodies an attitude thattrariscends pot; only 'national but
also cultural barriers. Interculturalism is impliedin the assdrtation thy: -

) -
The American student and citizen mtistjearn to adapt himself to
a world order in which his on culture is oneof many cultures

-
t - ,,,'each with its own validity and virtue. (Hamblin)

4

,,

,Iris therefore a significant attitude to develop in a situation of racial or Cultural ..
conflict occurring within national boundaries. ,,;;.

Internationalism is our quest for peace. Hehce our greatest internal problem of
interculturalism is directly linked to internationalism.

.- -
It 7floulcr,b; increasingly cleat* to all peoples ofthe worldithat
mankind's only hope for enduring peace Must be based on recog-
nition that 'the significant problems of ail peoples 7 of all races,
all colors, all religions, all cultural ,backgrounds may have im-
plications for all others. (NAStil:a)

The citiestion.that must be addressed-is what are the componehts of an inter-
national attitude? --.

2 '



A CASE FOR INTEgNATIONAONTERCULTURAL
bIMENSIONS IN E6UCATION

I 40, pot beljeve we can solve the coinpc-Ilfng and persistent probleriis.of Amer-- ,

can society) if we attempt to save them in isolation from the world. If all that is

needed to solve serious social:problems is a microcosm c:i.society's ills, thisiabora-,

tort' can'beiound..in contairibeht thrdughout huhdreds of, places in 'The world.

. Simply stated,- the World is the labdratory in' which one can most effectiXely re-

searih, develop and prove approaches to the most seriaus probleins 9f our times.

Far 'top many.petslike, make important adcisioris on bases of irrelevant or in-

correct data, These peoplwill change the basis on which they inake decisions only

- when they comptefiensi that differences such as race, first language, accent, and

sociO-economic background are transcended by many Commonalities of, mankind, .

inclUdin& the base wAI to-survive, the preservation and tnhancement of the phe-

not:anal self, the need to be able to communicate with others, the desire to enjoy

the benefits of civilization, and Aspiring Id contribute to the society of which each .

is apart, when 'given the opportunity to do so); People:must cringe, but many

probably will not, neverthel9ss each succeedinggeheration need not be miseducatea

from the nycorrecand folkloric premise of ethnocentrism which pervades much of

our education today, 4

Significant progress will' be made. when instructional personnel at all levels,. etc-

'pentacle, secondary and.college are trained and committed to educate for societal

and wory resPonsibilkies. However, the content and methodology in most prepara-

tion progrartis bear little.retation tothis objectiie.
. .

In my, opinion, most Of our criticalsocietal problems, especially racial discrimi-

nation, will be' assistwi toward solution by educating individuals to behavior that is

charaorterized b.y not only art undeFstanCling. of IAA indeed the acceptance and

valuation 9f the commonality of mankind. This type of education Should'ultimately

result in a convergence pf the minds of all peoples on.,ttle fact that they are inex-

tricably linkedi interdeptndent. and responsible to bne another; and that duplicity,,

howeyer grandiloquent, is counterproductive to survival of civilization irotir corn-

". pia; highly diffeFeatiated society. The attainment of a,minimally acceptable

education -,is preclUded if the intercultural-international dimension is omitted:

*There is no single best approach to solving-domestic educational problems,- I

simily, plead tharif the total approach omits the international/intercultural dimeti-

sion, thk,it represents a fragmented approach that iri the long run will represent far

less success than the minimal acceptable level. ',

indeed, Ainabrica is a-microcosm of the world, 'rich/poor, slums/wealthy suburbs,

good schOols/bOor schbols, prejudice/tolerahce,'goOd jobs/bad jobs, selfishness/

altruism. ScicryikprOblems:cannot be solved until, man identifies with mankind. We

can seek lasting soliitions by looking at the problenis of the world and in most cases,

considering America as a part of the world, ottvwise we merely:cloak cultural

.S3

..-
imperialism:. . . ,

. ___ ,

Paraphrasing Harold Taylor, pther reasons can be extracted .fOr" supporting

interriotionalisrrt: - - ( ./)' .

..,

Y
,.

1. Prpctically, to ensure tIle, continuity of,civilization as we know it

c : , before We blow it up: hy, "involvement and initiative in_world

education to achieve a common' understanding among, cultures,

.:- ion-states, and societies: through cooperative educational

pro rams." , . ..

''' - ti .
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2. Morally,' to share what we know with others to help to bring
about social and economic security for all men and, in the pro-
ces-s, adapt and reshape and re-examine our own knowledge and,

,hence, be better able to solve many,of our own problems.
3. Intellectually,,,to comprehend more fully our own culture and its

relation to others through the, "injection of new knowledge and
ideas from one culture into another," thereby giving greater vital-
ity to bOtti.

OUR STATUS

1In examining our status, Commager's observation referring to our ippro"ach tothe problems of our relations to the rest of mankind is vital: "never in history, itcan be confidently asserted, have so-many been exposed to so much, with results someager." We haye done much, e.g.:

1. Most schdols and colleges have attempted to educate the young
to a sense of their membership in the .whole human race and their
global responsibilities; mast element.ilyschobis "tenth" non-U.S.
history, geography, etc.; (social studies); most secondary schools
teach the social sciences, modern languages, problems of democ-

, racy, etc.; most colleges teach area 'studies, languages and many,
many other "'courses" with an-intercultural flavor. Information
of-great magnitude is provided.

2. More news. and up-to-date inforrn'ation than ever before bombirds-4,,
masses of people from the most highly developed media system
in hjstory: TV, newspapers:radio, magazines,.4tc.

3.' Simply stated, people have more information than they have.ever
had befoie, and we operate from ,a premise that we are thereby
creating a society that clop not include 'peOple who"are intolerant'
to peoples of different cblor,culture, faith, linguistic backgrounds
and political ideologies.

THE GREAT INCONSISTENCY" 4.,

Many educational leaders and teachers elementary, seco dary, and higherI
are assuming, that becaUse people have information at their isposal, that it does
indeed influence (and gbide) their behavior. There is contrary evidence, however,'for we do not yet infallibly; as CommagEr reports 'Nesort to the councils of reason
to solve national and/or international difficulties:"

--4John Useem fourYd factual knowledge the least significant dimension of under-
standing across cultures; yet our approach to learning subs ehavioral changes
from the production of the "little walkir world almanac' that ,Ireo and Kenworthytdescribes.

; Phillip E. Jacob in the research studies summarized in changing Value n College
-presents substantial arguments against the i plicit belie that the acqut 'tion of

knowledge realizes corresponding developm t of appro. late affective beha 'or.
Evidence further suggests, however, diat aff lye behavio 0 develorwhen p-propriate educative experiences are provided much the same as co ifive behavio
develop. (Bloom, KFathwohl and Masia),

4
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Thp methodology of attitude change is well known and while exposure to in-

formation is considered the least effective of the known methods, there e certain

conditions under which information-giving has proved to be effective: ( ) when an

attitude or value is not firmly entrenched, (2) when change is congrue ith the

individual need system, (3) when change is acceptable to peers or important to

others, and (4) when the source of information is highly respected. Too _often,

however, our investigation hasnot determined the presence of these conditions and

our information glances off tinheeded.

Other methods have been largely unexplored for the classroom.'We have not
Wholeheartedly-.attempted to train and /or recruit teachers who are behavioral

models of internationalism or interculturalism. Behavioral consequences and

cognitive-affective dissonance are methodologies, sometimes unconsciously, but

rarely consistently, employed, and certainly rare in the context of intercultural

attitudes and'behavior.
-1

Charles Frankel lucidly describes our dilemma as "there was a. time when Ameri-

cans had a choice: to educate for world responsibility or not to do so. This freedom

'of choice is no longer .theirs. Whatever they do, they make a decision that has inter-

national impact. . . .schools educate or mis-educate for world 'responsibility but

they cannot avoid doing erne or the other."

WHAT ARE SOME QUESTIONABLE PREMISES?

We all operate from some basic premises, defined or not defined. I believe there

are several prerp4; from which many peoatoperate often without awareness =

which they should quettion and begin to replace. In creating programs to prodUce

"internationalism" and "interculturalism," I suggest that among the most impor-
.

tanfire these:
QUESTIONABLE PREMISE -EXPLORATORY (OR NEW) PREMISE

1. Possessien-4fi,,OlormatiOn changes 1. Possession of inforination must be

behavior; "knowledge" results in mpanied by corresponding af-

better understanding of the, human fec ivelearning experiences in order

condition. for behavior to reflect understand-
ing of the human condition.

2. Organized learning can only take 2.' The world is the "campus'? of

place in classrooms. schools and colleges. The curricu-
lum of this campus can be organ-

3., International education is an area
of study.

ized effectively.

3. international education is an atti-
tudinal dimension of all areas of
study.

*4. In order to do any thing'new or dif- 4. Most needed changes

,- ferent in education "new" money would. res --1'mceasing to do

is required.
, - much what -we now do and se-

. ,.
. placing it with,vihat is more needed.

.
,5. All people need tolie prepared to 5. Most people are not needed in the

wqEk at productive jobs:* , ,economic structure to make money
at jobs; they should be prepared to

.
* iAs dstingui$hed from work, i.e. a job in

make life more Worthwhile.

make money, and work may be only to
make life more worthwhile.

,.. 5I)



6. Global conflict is still an alternative
if differences cannot be solved other-
wise.

7. Dramatic change can occur only
through revolution; the establish-
ment is so ntren,ched that change
can never b rapid, but only evolve.

...,`

8. A man is prepared for the future if
he is vocationally corretent. (can

,make a living), can vote with. a
modicuin of intelligence, is func-
tionally literate and not a "trouble-
=Or,"

9. Leadership and instructional per-
sonnel in education wilrdevelop,
improve and change if a strong
leader tells them to and manipulates
the system so that congruous be-
havior is rewarded by the system:

6. Loss of liberty and destruction of
civilization is the net result for all
of mankind in a nuclear confronta-
tion. When defeat is imminent, ex-
tremes become alternatives.

7. American institutions are uniquejn
that they have the capacity to in-
corporate avenues for change. Ne-
gating this capacity breaks faith
with the historic function of Ameri-
can institutions; facilitating this ca-
pacity is imperativb in times of
social crisis.

8. "The educated person can no longer
function as a contributing member
of society without knowledge and
experience concerning other peoples
and other cultures. The forces and
factors of the international scene
underscore the importance of a
citizenry informed about and sensi-
tive to other peoples." (Goodson)
Every man must recognize that his
behavior is yitally interrelated to
the welfare of all men.

9. Professional people identify more
with their profession (discipline)
than they do with an institution or
a system. The key leadership func-
tion is in creating a climate support-
ive of change and providing the
opp6rtunities and avenues through
which improvement,can occur, e.g.
international/intercultural experi-
ence.

I trust that this volume will be helpful to the reader in developing more knowl-
edge, expanding concepts, and in better understanding the American Sponsored
Overseas Schools and those who work with them and are served by them.

t;
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OVERVIEW

It is difficult to find an adequate term to describe the American-type overseas

schools which are designed to provide educational opportunities for children,comi%

ing from other countries.* A number of terms have been used: binational, multi-

national, international, and multicultural, and most systpmatically American

Sponsored Overseas Schools (ASOS). Although these are bhically characteristica
the student composition of the schools, none of them accurately describe all'of the

various patterns of organization and structure that exist. However, the various types

of schools can be grouped into several categoriesi Tr.;

Missionary or Church-related Schools:
These are the oldest type of overseas schools, and were designed to serve either

the local children in the overseas area, dependents of missionaries or both. Mission

schools represent many denominations and can be found all over the world: One

importanteature of mission schools is theiwboarding facilities and in some overseas

areas they serve as the only available boarding school.

Proprietary Schools:

These are the second oldest group of overseas schools and are profit-making in-

stitutions owned and operated by an individual or A small group of individuals. Al-

though there are still a number of these schools in Europe, very few are found in

other parts of the world.

Company Schools:
Company schools were begun by business or industrial concerns operating in

areas where educational facilities were inadequate or non-existent. They were

deemed necessary in order to attract and retain qualified personnel in remote areas.

Although they were founded to serve only the dependents of company personnel,

many of them have become binational through the enrollment of children of com-

pany personnel Kecruited from the local population.

International Schools:
These schools are significant because they were established by and are composed

of multi-national groups. They have developed curricula which have multi-national

aspects and attempt to meet the multi-cultural needs of their student bodies. They

arejlocated mainly in Europe. Examples include:

the International School of Geneva 1,000 students from 50

countries

the International School of the Hague 500 students from 40

countries

the United Nations School in New York 300 students from 50

cou n tries

U. S. Department of Defense Overseas Dependent Schools:

The largest overseas school system is the "military dependents" system run 6y

the U. S. Department of Defense. There is a branch of the system operated by each

of the arms of the military. The schools arc located in 25 countries 'all'ovet the

*Adapted from an earlier work by the author, The Goshen Project.
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world, but since they serve only the dependents of overseas -based U. S. military
personnel, all of the students are American. Total enrollments are about 160,000
students in 300'schools with iprofessional staff of over 7,000.
The American Sponsiired Overseas School ( ASOS): c

In addition to these types of overseas schools, there is another cate ry with
which this volume is mainly concerned. This group of schools has had ny desig-
nations; however, The American 'Sponsored Overseas School '(ASOS) i the most
common and most consistent. This category also includes "I nternationa Schools"
referred to above. Since Americancomprise the largest group of citizens iving and
working outside their native land, these schools are most frequently merican-
sponsored and have American-type programs.

Most of these schools are,relatively new, established in the last 15.t 20 years,and approximately 20 percent have been founded since 1960. Another 0 percent
however, were fobnded,befOre 1940.

In general, the schools have a similar pattern of development.. Wherever Ameri-
cans live, their tradition of family life and of keeping the school' near the home and
under local supervision has, been maintained. In the face of absence or inadequacy
of appropriate education for their children in the overseas community, parents haveundertaken to provide the necessary facilities. Basically, the 'motivation for this
undertaking stemmed from the parents' desire for their children to eventually enterU. S. colleges and universities and their, wish to avoid sending their children toboarding school: #

At the beginning, a group of pa'rents would work out a cooperative tutoring
program. This would evolve into a more substantial operation, usually involving
correspondenje courses. As the community and the size of the group of children
increased, a semi-permanent plant would be found, and volunteer teachers from the
number Of overseas wives would be recruited as faculty.. Generally, the school was
managed by a school board composed of parents and elected by the parent group.
At a,later stage, when the size and complexity of the school exceeded the knowl-
edge and experience of the local patrons, a professional administrator would beemployed and a general institutionalization of the facility would take place.

Most of these parent-cooperative Schools were established by American parents,
but as the school grew and the program and facilities improved, many of the local
citizens of the area recognized the 'desirability of an American education for theirchildren, particularly as an advantage to entering U. S. colleges and universities.
With the admission of children of national citizens, both host country and third
country nationals, and their inclusion on the governing boards of the schools, the
foundations for the present parent-cooperative, multi-national overseas schoolswere complete.

Common Characteristics

These schools have continued to grow and improve,, but some of the original
patterns of organization and function remain and are characteristic of these over-
seas schools. Exceptions exist in all cases, however.

1. The ASOS are non-profit, non-sectarian institutions.
2. Most of therh are urbanly located, in the capitals or major cities.
3. A system of local control and management is maintained. Three main types

of governance are found:

8
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a) a self-perpetuating association composed of share or stock holders, such

' as a board of trustees or foundation
b) a school board elected by the local patrons of the school or by the

trustees or foundation
c) a sch'ool board composed of parents elected by the parents who are

members of a parent-cooperative.

In these cases, tfle governing boards are usually composed of both U. S. citi-
zens and Nationals of the host-country. U. S. members are usually in the
majority and other nationality groups sometimes participate.

4.. The schools have a binational or multi-national composition. The student

body is composed of Americans, host country nationals, and third country
nationals. (A few countries exclude nationals, a few also exclude anyone
except U. S. citizens).

5. The schools are financed mainly by tuition and fees.

Additional support may come fr
a) business and industrial conce
b) foundations'
c) U. S. government agencies
d) local private and government gr. ps
e) individual donations

The increasing costs of oper. 'rig a ool have neces'sitated,that tuition rates
be at such a level that they make nearly impossible the attendance of children

from middle or lower socio-economic groups. This has caused the student

body to be composed of children coming. mainly from the upper socio-

economic classes. However, scholarships are offered by some schools, often
throUgh U.S. government gran t's or as required by national law.

6. The curricula of the schools are American with attention given to the lan-
guage, social studies, and culture of the host country. Often, this attention is
minimal. American methods of instruction are used as well as American text-
books and instructional materials. English is the language of instruction, but
courses or special classes- are offered in the language of the hostr country.
Many schools offer the national ,curriculum in addition to the American
curriculum, especjally in Latin America.

7 Most of the teachers are American or AMerican-irained, but a large propor-
tion of staff is hired locally from American dependent wives and local
qualifi ©d personnel.

The Mission Called 010S, published by the American Association of School Ad-

ministrators, describes several problems which are also characteristic of the
American-type overseas schools.

1. The stability and continuity of the programs ,of the schools are weakened by

the rapid turnover of personnel and rapid change in the student body.

2. Distance from the United States and importation problems often make it
difficult to obtain materials from the United States. Acquisition of materials

is time-consuming and quite costly. The distance also makes it difficult to
keep up with recent educational developments.

9
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3. The distance, lack of sufficient funds, and sometirnes, unsatisfactory living
-conditiohs limit recruitment and retention of staff from the United States.
These factors often make it necessary to&hire local personnel, regardless of
qualifications. . .

4. Small enrollments make offering a comprehensive curriculum costly and
impractical.

'5. Relative isolation of the schools-from each other makes the use of supervis,ors
and specialists nearly impossible and necessitates either consolidation or co-
operative action.

Some of these prOblems are being solved through the cooperative efforts of the
schools overseas and school systems, colleges, and universities, in the United States.

Roles and Functions of the ASOS

The ASOS have the major objective of providing.ari Americah-equivalent educa-
tion for dependents of U. S. civilian personnel abroad and for those 'nationals
desirous of such an education. Additional roles can be attributed to these schools
on the basis of their student body composition and their existence ill an overseas
community, The success of the, operation of the schoolhdwbver, will determine
the extent to which these functions can Serve as assets rather thart-liabilities.

/
1. The schools serve as a demonstration of American eduCation.,The school will

be expected to exemplify the valuable crualitiesand merits of a democratic
educational system which have been.so widely publiciZed by the United States.

2. As a result of its origin and management, the ASOS functions as a living ex-
ample of American community democracy.

3. The successful operatign of the ASOS affects the recruitment programs for
personnel to serve in overseas positions for:

a) U.S. government agencies

b) international agencies

c,) business and industrial concerns

d) cultural, religious, andresearch organization's

Obviciusly, many Americans would be reluctant to accept an overseas position
if thde were not adequate educational facilities for their children.,

The ASOS has the potential to promote international understanding in a variety
of ways.,At the present time some attempts are being made to utilize this potential,
but since the need for multi-cultural education in the United States has only re-
cently been recognized as critical; the use of the overseas school for investigating
this educational grogram need is just beginning. The American-type overseas school
has the potential to:

. . make claSsrhates and close friends out of future international-
leaders

. . . serve as an important agency for local community activity and
improvement.

. . . promote programs designed to facilitiate the achievement of
international objectives and serve as a laboratory for multi-
cultural curriculum development

10,.
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f
proyide the United, States with a large corps of American 4,

youth who haVe knowledge of the languages And cultures of
the homes abidad; and who thu's represent a- youth group With

'..the potential foi- international service andleadership '
.

, . . provide the U.S. culture with teachers vOo have had peacetinfe

overseas' teaching experience and multi -cultural orientation
.

. . . 'serve- as an ideal overseas assignment center for teachers in
,...American school systems who would benefif from international'
.'experience and who would, greatly enrich their °schools upon

their return

. -serve, as,a ,training ground for 5th-dent teachers of American
=

colleges and universities-to provide multi-cultural experiences
for prospective teachers. (Young, 191)

Unclei" the sponsorship cf. the Office of Overseas Schools in Washington,
these functions are currently being investigated and tested in projectsconductecrby

such it S. universities as The University of Alibama, Michigan State. University, and ;
The University.of Arkansas. Projettisare also being sponsored and assisted by several

"school to school" projects involving the ASOS and public school distrIcts through-

-. out the .U. S.

'
The ASOS: Compared to Latin America '

The ASOS in Latin America have many of the same characteristics and a pattern

of development similar to these types of schools in other parts of the world, except

for one significant differehce, their origin. In Latin America,,the national citizens

have played a major role in foundingthe schools. Many of the Latin_ American

pa had been educated in the United States and desired an American-type

education for their children. rrom the beginning they have worked together with

American parents in the commuhity to establish and manage an American-type

school. In some cases, Bucaramanga; Colombia, for example, all of the parents-who

organized to found the school were national citizens.

The participation of national citizens in the founding of an ASOS schodl has

caused these schools in Latin Atherica to exhibit characteristics somewhat differ-

ent from these schciols in other parts of theworld. The most obvious difference is

in the composition of the student body:. Most of these schools in other pai-ts of the

world have student bodies which are predominantly American 'and, Ogly-a smalI'per-

centage of their students are host and third country nationals. The schoolt in Latin
America, however, have student bodies which are composed largely of dependents

of national citizens. In Colombia, f9r example, the American -type school in Bogota

is the only one out of six to have more than one half American students. All the

other schools have less' than 25 percentAmerkan students.

This composition of the student body, has had a definiteimpact on the structure

of the language, aspect-of the ,urricula offered in the schools. In the schools in the

other parts of the world, the American curriculum is offered, taught in English, '

with special classes for non:English speakers in order to bring them to the necessary

language- level so that the,ir instruction can be conducted in English. Some attention

is then given to the language, customs, and social studies of the hostcountry;but
for the most part these are taught in the traditional manner. This is a natural

approach when nearly all of the students are native English speakers:

1110
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In the schools in Latin America, however, because of the larger proportion of
national citizens, several patterns of curriculum organization with respect to lan-
guageare possible. These patterns can be demonstrated by depicting the amount of
time 'allotted to each of the languages taught in the school. For clarity, Spanish and
English art used as ,examples.

#

Model I*
. .Model I: Instruction can be equally divided between English and Spanish. Usu-

airy, a school operating with this structure, will have one session either morning or
.. afternoon, offered in one language and the other session offered in the second.

Sometimes, instruction given in one language is duplicated in the other. In other
cases the instruction offered in one language is not duplicated but is reinforced or

..,extended in the second language.

Model II
-..

Model II: Instruction can be provided in both languages, giving each one approxi-
mately. the same amount of time, but any time-block may contain the two lan-
guages used.in an integrated or blended manner. Team-teaching is pften used in this
kind of prograb.

./". '..... .,
, Model

,.III
. .

Model Ill: Instruction can begin totally in Spanish and as the 'student gains mas-
tery of English, less and less time is.devoted to instruction in Spanish until all in-
struction is offered in English. In the final ears, anish may be studied as another,
subject in the curriculum. This structure is des ed to make the Spanish speaker
completely fluent in English.

Model IV

Model IV: Instruction can be offered in Spanish while English is also offered,
either as another subje4 or as the language in which some of the subjects are.taught.

.. .
What often occurs in he program of the ASOS inlatin.America is that elemen-

tary programs are conSt ucted after the fashion of Model III and secondary pro-
grams are taught in Engli with the local language offered as an additional subject
in the curriculum. The stipu i 's then made that all non-English speakers enter
the school at the beginning of the program so that by the time they reach the sec-
ondary school level they are prepared to receive all,-instructidn in the English
language. This practice is consistent with recent studies in language learning which
indicate that a child should begin school with instruction in his native language to
avoid the difficulties which occur when a child is forced to learn through a language
he does not command. Other combinations ofpatterns are also found.

Another effect of Latin American participation in the management of the
schools is the increasing number of schools,which are offering both the Americ'an
Curriculum and the national curriculum. All of .the schools in Colombia that have a
complete secondary program offer both the American curriculum and the Colom-
bian Bachillerato. With the large number of Latin American students, many would

1

*These models fist appeared in Ralson de Ser of the Bilingual School: a Handbook for
Teachers.



not be able to attend colleges or universities tin the United States. By offering the
national curriculum as well, the schools" are more effectively meeting the needs of
their students by preparing them for further education in their own country.

The active participation of Latin Americans in the' management of the overseas
has helped to realize some of the more ideal goals of international cooperation and
understanding. A successful school which is conducted and controlled jointly by
the members of the local as well as the American community would create more of
an atmosphere of mutual cooperation and respect than one which is Managed
and serves one nationality alone. To this end the schools in Latin America are rrfa
ing significant progress.

Hopefully, the eventual objective of all ASOS will be to take full advantage of
the opportunities offered by the representative cultures and educational. systems.

FACTS ABOUT THE AMERICAN
SPONSORED OVERSEAS SCHOOLS*"

The following facts are based on 1973-74 and are abridged from the report re-
ferred to in this section.

The Worldwide Context; The school-age children among overseas Americans
estimaled to number nearly a quarter million attend a wide variety of schools.
Most of,the children of military personnel attend schools established and operated
by the various branches of the U.S.Armed Forces, and a number of government and
private sector civilian children also attend these schools on a space-available,tuition-

. paying basis. However, most of-the civilian children abroad attend non-Government,
cckeducational, private schools of various kinds. These schools include those foun-

..ded by U.S. companies, church organizations, and individual proprietors, although
the largest number of private schools are non-Profit, non-denominational, independ-
ent schools established on a cooperative basi by American ciitizens residing in a
foreign community. Most. of the schools in this t grou have received assistance

and support from the U.S. Government under a pro am ministered bthe Office
of Overseas Schools of the U.S. Department of State. The schools which have re-

ceived such assistance constitute the "American-sponsored" schools described in

this fact sheet.

Statistics on tie "American-Sponsored" SChools assisted by the Department of
,State at a Glance. biking the school year 1973-74, the Office ofOverseas Schools

is- assisting 134 schools in 78 countries. The purposes of the assistance program are

to help the schools provide- adequate education for U.S. Government dependents
and to demonstrate to foreign nationals the philosophy and methods of American
education. The schools, are open to nationals of all countries, and their teaching
staffs are multi-national. Enrollment in the schools at the beginning of the 1973-74-.
school year totalled 70,487, of whorl 33,992 were U.S citizens, and 36,495 were
children from the host country and aorn some 90 other countries. Of the U.S. en-
rollment, 11,966 were dependents of employees carrying out U.S. Government pro-
grams,13,974 were dependents of employees of U.S. business firms and foundations

-.and 8,052 were 4ependents of other private citizens. Of the total of 5,778 teachers
and administratorl`-employed in the schools, 3,071 were U. S. citizens and 2,707
were foreign nationals from some 65 countries. A table is attached which sum-

*I'Fact Sheet," U.S. Department of State, Overseas Schools Advisory Council, Washington,
D.C.,1973.(Mimeograph).
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marizes the salient statistics of the American-Sponsored Overseas Schools. (p. 17)

Basic Characteristics. Nu statement about the American Sponsored overseas schools
would apply without exception or qualification to each school. Variety is one of
their basic characteristics. They range from tiny schools such as Reykjavik, Iceland,
with 10 students and occupying 2 rooms, to the International Schools of Bangkok,
with about 2,500 students occupying large, modern buildings on two eampuses.
Very few schools have boarding facilities.

Although emphasis varies, all the schools share the purposes of providing education
al opportunities for American and other children whieh are generally comparable to
educational programs in the U. S. and of demonstrating American educational
philosophy and practice abroad to help further international understanding.

The schools are not operated or controlled by the U.S. Government. Ownership and
policy control are typically in the hands of association} of parents of the children
enrolled who elect a school board to supervise the superintendent or.headjnaster
whom the board cho%es to administer the school. In some schools the organization
is highly formalized, coMprising corporate status in the U. S. or in the host country,
while other schools are loosely defined cooperative entities. Depending upon the
predominant character of .the American community, some schools are closety,asso-
ciated with the U.S. Embassy and AID Missions, in others the local or international
communities share direct concern for the school with the Ameriean community.
All schools are subject in varying degrees and,with vary ingeffects to host-country
laws anthregulations pertaining to educational practice, importation of edueational
materials, personnel practice, and the like.

Combined annual operating budgets of the 134 schools total approximately
$65,000,000. Tuition payments are the principal source of financing for the
schools. Tuition charges are generally lower than for comparable schools in the
U. S., and in virtually all the schools tuition income is insufficient to provide for

programs comparable to good U.S. schools. Many schools derive additional support
from gifts and contributions from U.S. and local business firms, foundations, mission
groups, individuals and local government, and all have received some grants from
the limited funds available under the program of the Offiee of Overseas Schools,(a
total of approximately $5,000,000 annually).

The instructional programs all provide a core curriculum which will prepare stu-
dents to enter schools, colleges and universities in the U. S. The language of
instruction is English, supplemented in certain schools with the local language. The
content of the programs may be more or less typically "American," depending
upon the proportion of U. S. students, and the quality, of eourse, varies with each
school. Certain schools, especially in Latin America, must also fulfill host country
curriculum requirements. The curricula tend to be largely academic, with relatively
little attention given to vocational or commercial education, largely because of the
high costs involved in the latter programs. An outstanding eharaeteristic of most
American-sponsored schools is the use they have made of their location abroad to
provide quality programs of foreign language instruction, study of local culture, and
social studies. The quality and range of instructional materials is good in the larger
schools and improving in others.

In terms of faculties, the administrators and most teachers are Americans or
American trained, with a large proportion of Amerman staff hired locally from
among dependent wives. Most staff members arc college graduates, and the majority
hold teaching certificates. Lack of funds and in many instances, difficult living
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conditions and isolation from tM U. S. professional community make recruitment
and retention of qualified personnel from the U. S. difficult. The local and third-
country teachers are usually well qualified, although they frequently lack training
and experience inlJ. S. educational methods. Hiring of staff is the respOnsibility of
the individual sch ols.

Plant and equipm t facilities vary widely in adequacy, because of the difficulty in'
securing long-term financing, many schools are housed in inadequate buildings.

15



S
T

A
T

IS
T

IC
S

 C
O

N
C

E
R

N
IN

G
 A

M
E

R
IC

A
N

-S
P

O
N

S
O

R
E

D
O

V
E

R
S

E
A

S
 S

C
H

O
O

LS
, 1

97
3/

19
74

*

S
ch

oo
ls

N
um

be
r

of
F

ul
l

H
ig

h
S

ch
ob

ls

P
ro

fe
ss

io
na

l S
ta

ff
1

'

A
re

a

,
S

tu
de

nt
 E

nr
ol

lm
en

t

U
. S

.
H

os
t

C
rI

tin
tr

y
T

hi
rd

C
ou

nt
ry

T
ot

al
N

um
be

r 
of

C
ou

nt
rie

s

, U
. S

.

,G
oi

i.
B

us
. &

F
ou

nd
U

. S
.

O
th

er
H

os
t

C
ou

nt
ry

T
hi

rd
-

C
ou

nt
ry

T
ot

al
20

.
6

. 2
28

44
14

0
41

2
A

F
R

IC
A

'1
7

'9
58

36
9

51
0

78
4

'
2,

41
4

5,
03

5
47

32
1,

01
2

1,
31

3
18

3
2,

50
8

C
E

N
T

R
A

L 
&

19
2,

04
3

3,
78

6
,. 

3,
38

6
19

,1
38

3,
57

2
31

,9
2

,

S
O

U
T

H
.

.

A
M

E
R

IC
A

,
".

29
12

58
3

17
2

20
2

95
7

E
U

R
O

P
E

'
lb

1,
25

4,
1,

25
3

1,
31

0
2,

60
5

10
,1

83
.-

,3
,7

61
23

12
,

64
6

16
2

14
2

95
0

N
E

A
R

 E
A

S
T

16
3,

14
1

2,
38

6
1,

47
6

91
6

2,
33

7
10

,2
56

&
 S

O
U

T
H

c
-

A
S

IA
.

15
10

60
2'

25
8

91
95

1
E

A
S

T
 A

S
IA

10
-

4,
57

0
3,

67
2

1,
42

7
81

0
2,

60
9

.1
3,

08
8 0

.
13

4
71

3,
07

1
1,

94
9

75
8

5,
 7

78
T

O
T

A
LS

78
11

,9
66

13
,9

74
8,

05
2

22
,9

58
13

,5
37

70
,4

87

*"
F

ac
t S

he
et

,"
 U

. S
. D

ep
ar

tm
en

t o
f S

ta
te

, 1
97

3.

A



CHAPTER I
If

MAJOR 'CATEGORIES OF RESEARCH:sAN OVERVIEW
'

Introduction .

This'Chapter includes un roverv!ew of the six major categories of research perti-
nent to the American Sponsored Overseas School (A$OS) which 'a documented in
the Research Matrix in Chapter It; School Setting, School 'hist iitionalization,
School Organization and Admihisetation, School Program, Person el, and Pupils.

Each of these six major categories will be 'treated in this C apter by ,three
approaches. (1) One or more Vignettes to provide, fictionalized bu 'llustrative ex-

- amples of the human tleinent in the FSOS, (2) Sets of the author's ,-emises,and
examples which illustrate the ambiance in which the ASOS exists, and (3) a narra
tive which. provides a conspectus of the included research about the ASOS related

2to the major category.

To improve perspective about the ASOS, some'selected vignettes Will be helpful.
One may not be able to capture the flavor and the huthan element of the A5OS by
only reading the literature. The fictional vignettes have actual characters and places,
but with a greater-concern Sor a thematic story than for the historicity of detail's. In
no case has an actual individual been represented, howeyer many of the story
themes are'factual.

The sets of premises and examples are intended to touch the major issues re-..
lated to each category. Everyone concerned with ttie'.ASOS will develop either
formally or informally sets of beliefs, siatements'tf rationale and questions
about the ASOS and their status, conditions of operation and potential. Each prem-( ise or thesis'usually has its counter or opposirig premise or its antithesis.. ,

Those people involved and concerned are representative of and include: (1) U.S.
'officials and officials from other governments, federalstate and local(2) U.S.. and

. citizens of other nationalities representing business and industry, (3) religious,and
civic groups, (4) the people who organized the schools and those who suppoh them,
(5) boards of control for the schools, (6) peisonneltemployed by the schools,
(7Y the parents nd pupils directs, concerned, (8);choals in the U.S,_ywhiCh are re-
lated to an ASOS, (3) -U.S. colleges and' universities which, work With the schools,
(1.0) U:S. professio I associations, (11) J.S.t accrediting associations, (12) a variety
of people or groups i intemationaleducation, including fOundations, and
(13) others. The massive involvement of peOple and groups naturally results in a
wide range and vai iety of differences of opinion about the organization, goals, con
ditions of operation and future of the ASOS. The premises in this Chapter are
examples of some of these differences. They range from the relatively insigkicant
to the crucially important. Each, however, is probably eated in one form br an
other by ur in relation to the vast majority of ASOS during any five year period. No
attempt is made-to evaluate any premise, indeed there ar no correct or- incorrect
premises appropriate to all of the ASOS or those who are linked to them. The
reader is advised, however, to develop his own rationale and to develop an,Ander
standing of any antithetical rationale. As the reader pursues the statements, of
premise, their interrelationships and overlaps will become increasingly obvious.

The conspectus of research is simply an overview selected from the research re-
ported in the Research Matrix in Chapter II.
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SCHOOL ,SETTI NG

VIGNETTE

La lo Vega 'Vega: Shocked Into Education for Democracy

If indeed, the Nationalsozialist were to rule the world as its leaders believed, it
would' be necessary to have a cadre of German speaking people throughout the
World. Schutzstaffel Colonel Rudolph Betz determined that in the developing coun-
tries, a series of schools- should be organized to provide for Nati al children a
bilinguil program (G rman andthe language of the host country). ese schools
would be well finance dand would become centers not only for the chiltren but als
for parents, friends and the community. Low client cost private educat sn of h' :h .
technical quality.coupled with well appointed facilities to present films and 'lays
about the growth of Germany kinder the Third Reich was launched. The story of
movement from abject depression to industrial development and the et-cation of an
m,liesome military capability with general prosperity, full employment and national
pride was told in many ways and to many peopl in their own language as well as
in German. The Third Reich was presented as e true destiny,unattained because
of weakness iii the Weimar Republic and the earlier German Empire.

Lald Vega Vega, a young Latin American, had .returned Nome after graduating
from a U.S.,universIty. He was among the first of a group iliat would represent a
massive shift of Latin Americans from European to United States universities for
their higher education. Like many children of the rich 'and landed gentry through-
out the world, he had decided early that his life would be,de,dicated to improving
the lot of people. He had developed a deep sense of understanding about democracy
and freedom and his energy and time was consumed in national politics. Meanwhile,
his wife enrolled their oldest son, Jorge Vega Velasco, in the kindergarten of the,
local German school. Lalo complained mildly that he had heard some rumors that
the school was involved in some questionable practices but he didn't push the
point after all, early education and,religious training of children were responsi-
bilities of mothets.

Lalo's mild concern was explOded into appalled reaction a few months later
when, upon greeting Jorge, rather than a little boy jumping into his arms for a hug
and a kiss, the tot came to rigid attention, extended his right arm stiffly, and ,barked
"Heil Hitler!" For the first time, Lalo understood what he knew, that education.
could be used for many purposes and that schools'were too important not to have
parents involved. His expefience with U.S. education had impressed him with the
value of a free and democratic system-6eing reflected in schools.

Within a few weeks Lalo Vega and several other Parents founded an American
School dedicated to the principles of democracy, individual rights and responsibili-
ties, a bilingual educatidn in Eiiglish and Spanish and controlled by a local board in-
cluding parents. The first American School founded by non-U.S. citizens came intoexistence`.

,

°The U.S. Ambassador reported thit treat of spreading Nazi influence and sugges-,
ted that consideration be given to a study of it An Undersecretary of the U. S.
Department of State undertook such a study.

The U.S. Government had followed a sound and sometimes painful policy that
fedetal government should not be involved in supporting pre-collegiate education
and that any hint of government interference in education should be avoided both.
in domestic and foreign policy.
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The dilemma was resolved by a small grant fromsthe U.S. Department of State to
a prpfessionally controlled, nongovernmental orklization for the purpose of pro-
viding small grants-in-aid to United States Sponsored Overseas Schools. Thus, the
U.S. Government for the first time provided indi 'rect financial 'suPport to a few
American schools ih Latin America, but was then too involved in World War 11 to
devote much more attention to the ASOS for several years.

VIGNETTE

Don Carlo,s Camiano: An Humble and Thoughtful Mah

Don Carlos started his,life in the treeless grasland area of South America be'.
tween the Andes and the Atlantic, he would also end it there. The pampas grass
nourished his cattle, and its silverl, plumes,"fie believed, nurtured his soul by pro-
viding a tranquil setting in which he thought about the nature of man and the,'

'future of the world.

Don Carlos was fourth generation European, his ancestors havjng fled Europe to
avoid increasingly petty but constant war (and ,subsequent conscription) for causes
related to everything except the people. He viewed his tranquil and isolated life as
an interlude in history because he knew that in the cycle of history, sooner or later,
that mankind's interdependence would again loom. He,pondered the question and
over the years, after many deep and melancholy searches for understanding about
man and the world, emerged with a belief that knowledge was the only enduring
strength, and that' knowledge about the United States vuld be particularly valu-
able to the next two or three generations of Camaanos.

Each year thereafter, he donated $4000, about ten percent of his income, to the
American schools:His major &uestion during times of pensiveness for the las-t ten,
years of hilife evaded resolution. why didn't more people in the U.S. recognize
that knowledge of Latin America would serve them well over the next two or three
generations?

VIGNETTE

Ling Yting: Patient Revolutionist .

, Ling, like his father before him, knew that his country would be an emerging
Country for several more decades. His challenge was riot to forget the revolution's
major purpose of providing freedom and liberty for a self-governing people.

Even though he maintained Jefferson as a hero, he also wished that his country's
revolution had occurred at a point in history when great expanses of water ser'ved-
as a barrier to outside interference during a period of development. He believed
that the great dilemma confronting his country was to arrive at that critical mass of
an educated population necessary to sustain self government before totalitarianism
became the only alternative to survival during the struggle toward democeacy

Even though his nationalism was Chauvinistic, he welcomed private schools'as a

means to an end. .Education was more irnportant at that point Irv' his country's
development than was the question of education for what

Premises 4

The following premises relate to selected sub topics included in the Research
Matrix but are not discrete to any explicit topic.
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Premise:
.10

Many pupils and professional stiff are mobile, or transients
therefore the ASOS 4hould 1take unusual geographic factors
especially climate and altitude 5into account in the devel-
opment of school policies, regulations, curriculum, and ru,les.

For examples.11) the school day in tropical climates should be adjusted to the
temperature and rafriltOason, (2) newly recruited professional personnel shouy
have an adjustment period for reducing ,such conditions as timedag and climate ad-
justment and also have less demanding assignments for a reasonable period of time,
(3) linkages with U.S. schools and colleges should be given preference if they-are
located in similar weather zones, especially to correspond, insofar as possible, to
clothing needs, adjustment, etcetera, and (4) the curriculum should be adjusted to
assure that the most difficult and demanding subjects are taught at the most pleas:
ant time during the school day. /Th'
Premise: Family structure varies considerably frOm culture to culture

and differences among beliefs have extraordinary implica-
tions for schools with a multiple nationality pupil popula-
tion.

For examples: (1) in cultures in which the extended family is common and
valued, individual ownership of items is uncommon and po.gsession af a point in
time is accepted, knowledge of this may be understanding the difference between
stealing and possessing an item, and (2) emotion and emotional outlet is encouraged
in some cultures and viewed as weakness or lack of control in others; understanding
pupil and parent reactions for what they are and for no more than they are is vital
to the resolution of school problems.

Premise: Social class patterns are varied and uneven but distinct and
extant throughout the world and are probably more intense
among peoples without a history of democracy and in coun-
tries with two to five percent of the population controlling
the wealth and with no existing or emerging middle class;
complex implications for schools include relations of chil-

',dren to each other as well as children and parents percep-
tions of the role of the school and the place of teachers.

For examples: (1) a teacher may' be classified as a servant or as a demigod,
(2) school personnel may not be viewed as social equals, and (3) perceptions of
social class may influence strongly the behavior of children and their parents in re-
lation to school personnel and to other children and other parents:

Premise: Many religious tenets, including Judaism, Christianity,
Islam, Buddhism and others, may be found in one or,more
combinations, in a typical ASOS. That the schools are non-
sectarian is important for practical reasons as well as legal
ones that deal with the separation of church and state in the
U.S.; however religious tenets have a profound effect in
many cases on school-related matters.

For example. (1) the school calendar, particularly holidays significant to one re-
ligion but not to others, or lack of holidays on days of significance to a group can
result in disruption of the calendar, (2) choice of food or a lack of choice may have
some significance, (3) supporting or not supporting a cause which has religious over-
tones may be viewed negatively, and (4) curricular references to any religion, even
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as a sturdy of religions, or in music, art, et tetera, without equal treatment of
another may be viewed as unfair.

Premise: Developing countries are rarely able to provide public edu-
cation accessible to all children; private education is often
viewed as a required supplement but is viewed from a range
of necessary but not desirable to highly, desirable and an
excellent alternative.

For example. (1) private schools as viewed in some countries are a means of re-
lieving the demand on public education, (2) private schools are viewed by some as a
viable option for parents who want a special kind of education for their children,
and (3) some governments view educkion as the means of building loyalty of one
kind or another,and private education for citizens of that country may be viewed
as an infringement on national prerogatives.

Premise: Some citizens of many countries view their country as being':
closely related to another country or to certain philosophic
or cultural orientations;-Jherefore they value schools, es--
pecially the ASOS type, with bilingual programs and
nationality mixes as a very positive alternative.

For examples. (1) a country with close economic ties to another will have many
parents who desire that their children become fluent in their own and the language

of jbe other country simply as a means to preriaretherri for the future, (2) many
patents desire a private but non-sectarian education'for their children and an ASOS
is often the best option, (3) many parents simply want their children to learn to
speak English, and to be able "to pursue future, higher education in English speaking
countries, (4) the reflection of democratic principles, especially the recognition of
the worth of each, individual child, has great appeal to many parents, and (5) the
fact that moist ASOS permit parental influence on school goals appeals to many
parents.

4.;

Conspectus of Research

Every school is influenced by the total setting in which it operates or its macro-
societal setting. American Sponsored Overseas Schools (ASOS) are located through-
out the world and each has its owrt unique problems and potentials. Every school is

also influenced by its school clientele, or its micro-societal setting. School clientele
in the American Sponsored Overseas Schools (ASOS) vary as much as do the coun-

tries themselves.

Some of the ASOS operate in relative isolation from constraints by host country
governments and the conditions of the country; others exist under a ponderous

mass of controls and regulations. All exist, however, with a telling influence from
the ambiance in which they operate.

The clientele of the ASOS varies by nationality, first language, political and
social beliefs and values, and indeed by what they believe the role and scope of the
ASOS should be. Often tl e-U.S. government employee on a two year rotation may
differ in beliefs concerning bilingual programs from the U.S. business person on a
long-time appointment. The National parent may differ further and for different
reasons.

The evidence is compelling in all cases, however, that the ASOS functions in a
complex setting as a normal condition of operation. This complexity is often corn-



pounded or alleviated by the macro and micro societal setting in which the school
operates. An understanding of the school setting can be enhanced by a familiarity
with the existing fesearch base pertinent to the ASOS. The major source of research
studies of this type have been conducted primailly by natives of a particular coun-
try in pursuance of graduate degrees in United States universities. This type of data
is invaluable to the ASOS in 'planning program, relevant to improving cross-cultural
relationships and in investigating opporkunitiesfor assisting host country educa-
tional systems.

The studies can be grouped into three major types. (1) those tracing the develop-
ment of education in the country and/or which describe or examine problems of
the present day educational system; (2) those which are sociologically oriented,.
examining the culture and value system relatedto education; and (3) those which
ai c? economically otienttd, relating education and manpower development. All of
the research matrix sub-categories are represented in the studies examined.

Public educatipn in any countrypsually has some relationship to national goals
and to national conditions. People faThiliar only with U.S. education frequently ex-
perience difficulty in understanding that most public education in the world is not
free and substantially controlled at the local level. Public education as an instrument
of national developmeht or for political purposes is indeed contrary to the back-
ground of most U.S. personnel. Public eduottton in many countries is not as im-
portant as private education and indeed the private schools of many countries are
an,_important and significant part of the total educational structure. Within most
countries, the ASOS is viewci.4. as one of many private schools and operates under,.
private school regulations rather than as a "foreign" school.

Several sample .4tud:z..; are reported in the Research Matrix as eitaAples of the
types of studies available to people interested in the macro societal setting in which
an ASOS operates. Many more studies are available and include those conducted by
UNESCO and similar agencies, various national ministries, and particularly in some
developing countries, studjes and planning documents supported by AID.

The American Sponsored .Overseas School (ASOS) frequently encounters prob-
lems unrelated to it specifically but nevertheless problems ;itch impinge on its
operation. These range from immigration regulations, customs constraints, and taxes
to attendance of National children and the requirements of_the National curriculum.
McWhorter (1969) reports some of these constraints in Venezuelarfatterson (1960)
in Mexico, and Brute (1973) in Europe. Orr (1971) and Fox (1969Ir ort fewer
constraints in Costa Rica arid Colombia.

The ASOS generally does not operate under ,a bilateral agreement between the
United States and the.Host country; therefore most of the schools have as a legal
basis general statutory provisions not specifically designed for the operation of a
foreign school. In Greece, the ASOS operates under provisions designed for min-
orky schools (Dcrt:.-., 1973) to. operate on the border with a program not in the
Greek language. The 'ASOS in Mexico exists legally under statutory provisions de-
signed for nonprofit educational, cultural and scientific organizations. This exempts
schools from corporation taxes on property. The major ASOS in,lran operates under
a charter which limits enrollment to holders of a passport from the United States,
however another American-type school in Iran is open to enrollment of all natiort-
aljties. The ASOS in Cairo and in all of Veneluela are open to all nationaljties ex-
cept Nationals. .

A major observation that can be generalized is that the ASPS most trequently
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.has a legal status under provisions which are inappropriate for the operation of a
school with a program including components of U.S. curriculum and some instruc-
tion in the English language.

In addition /0 the legal status of the ASOS, it also is governed under laws and
regulations which apply specifically to education in Private schools. These vary
significantly and range from little or no control to very explicit control of curri-
culum, sometimes to the extent of standardized examinations.

-immigration and import regulations also have great impact Or the ASOS. The
number of U.S. personnel, the ration of U.S. personnel to National personnel, the
time lag foe' legal immigration to work, the books and instructional materials which
can be imported and, if so, at what cost, are all affected.

Most countries in which the ASOS operates have much more comprehensive (and
e ee ted) labor laws and regulations than do schools in 'the U.S. Gener-

ly, all employe of all nationalities are subject to these laws. The requirements
range from seriously constraining to mildly annoying. An employee in Mexico after
seven years of service usually has the right to a lifelong position and indemnifica-
.tions provided by law even if discharged for cause are practically equal to lifelong
continuation of salary. A new mother in Colombia is entitled to a free 4,assinet and
day care for her children under certain circumstances. Benefits, particujarlY in cases
in,which employees are involuntarily ,terminated are costly; they are also generally
substantial as a result of required bonuses and similar provisions such'as one month's
salary for each year's employment upon leaving or upon the purchase of a private
dwelling.

These tangential but very real problems are major congiderations in what appears
to the inexperienced to be top heavy organizations in many of the ASOS. But, more
importantly, they provide the rationale for the crucial need for those concerned
with the ASOS to develop an understanding of the social, moral, legal and national
setting within which the ASOS is operated.

Orr (1964) reported\the importance and significance of this understanding for
the following reasons:

1. The schools enroll National children they purport to meet
their needs and allegedly adapt their programs accordingly
hence the school is intimately related to the total nationakeduca- .
tional setting within which it operates.

2. All ASOS schools are reported to be engaged in the bicultural
aspects of education.

3. In the conduct of programs of international education, errors can
arise or be compounded by ignorance of national educational
systems.

4. The role of the ASOS in any particular country is relatively un-
important to the total National problem of education; hence
organic laws and statutory .regulations often affect a sch6ol in-
cidentally rather than intentionally; thus an understanding of
national education alleviates the persistent problems encountered
by the schools i,i their relations with governments.

To develop an understanding of the setting within which an ASOS operates, Orr
developed a review of the stages of development of education in Mexico. This case



study traced the historical development of education in Mexico with special atten
tion to the three problems which have historically affected Mexican education;
namely, political upheavals, church and staterelatiOns, and the stratification of
society,

Extracted Iran the case study were several important implications for ASOS
leaders and clientele which would foster understanding of the cultural and historical
context in -which. the ASOS operates. Among the understandings are.

1. The Mexican government is primarily interested in _public edu-
cation and only secondarily in private education.

2. The Mexican government is interested in employing public educa-
tion as principal instrument of national development.

3. The Mexican government is realistic in its quest fol uni sal
educatitm and the development of an industrialized societ in
that it has and probably will continue to incorporate ele-
menti of "foreign" educational philosophies into its own system;
however, these are fully "Mexicanized" in the process.

4. The "socialist" nature of Mexican education poses little threat to
guardians of U.S. political philosophy; with respect to education,
"socialist" education is clearly Mexican, nationalistic and very
likely essential to the continued growth of the nation. To asso-
ciate this form of "socialism" with Marxist dogma is unquestion-
ably in error.

'5. With respect to private education, historically this his been asso-
ciated with church-related education and with education for the
privileged; hence, directors of binational schools cannot realistic-
ally expect the Mexican, government to have a .great reservoir of
good will toward such schools, wherever the government official
himself might send his own child to school.

6. The historical conflict between 'the state and church in Mexico
permeates all aspects of,,education. Since church related schools
are "tQlerated" rather, than sanctioned by taw, the non-church
related private schools must expect also to be restricted in their
development whatever the merits of the case as are the
church related schools.

These understandings may assist those concerned to develop better perspective
about actions which may appear to sanction the ASOS. For example, an absolutc
restriction on the importation of foreign textbooks may -be directed toward the
national strategy of restricting church-related textbooks, or the decision to foster
the develqpment of. the publishing capability of the country, or toward appease-
ment of labor to assure more jobs for nationals. The ASOS may simply get included
because of'its relative insignificanee as a part of the totality of the system in which
it operates.

Several' studies have traced the .historical development of education in Latin
American countries. Kilgo (1966) examined the development of education in El
Salvador, traced the historical development, described the present day public system
of elementary, secondary and university education and the current transitional ex-
pansion phase the country is undertaking:Wilson (1966) examined the development
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of education in Ecuador and traced the history of the educaticinal system from the
colonial period to the present. Carter 11965) traced the historical development of
education and described current Peruvian education, its schools* and operatiOn.
goals, curriculum and methodology. He also provided a demographic, socio-
economic and political description of, modern day Peru and makes recommenda-
tions for improvement'of the present system.

Gomez (1968).utitited Portuguese sccurces and the field study method tiireport.
(1) the historical backgrou-nd of contemporary Portuguese society and education,
(2) the philosophical commitments which provide the directing goals for education
in Portugal, (3) the organizational and administrative structure employed to im-
plement political control, and (4) the pattern of educational institutions employed
to make prevailing social objectives werative among Portuguese people.

Buck (1967) described the development of _the philosophy of education in the
Central African Republic, and Kahn (1967) reports on the development of second.
ary education in East Pakistan.

These studies specifically and this type of study generally will aid the board
members to gain an improved perspective about the educational status of countries
on a comparative basis. A study of the educational system of a country in which
the ASOS is located is vital to anyone needing to understand the setting in which
the ASOS functions.

A number of studies examined described the present educational system in a
country, identified a current problem and proposed a program or a problem solu-
tion.

.Zaki (1968) proposed guidelines for improving the preparation and selection of
textbooks for primary schools in the United Arab Republic. He also reviewed the
major social, economic, political and ,educational changes ih the UAR from 1951 to
1965. He ifreserfts a description of the current educational scene, aspects of primary

education, present problems and present textbook selection procedures. He also
examines the different points of view regarding use of textbooks and derives impli- '
cations for UAR education.

Saleh (1966) proposes a pre-service teacher education program for the Hashemite
Kingdom of Jordan. He identifies the assumptions on which the present Jordanian
teacher education program is based and,projects_changes in the existing program.

Patel (1965) investigated in-service education of secc:ndary teachers in Gujaret
State and Greater Bombly, India. He reported the type of subject matter of in-
service programs in 66 schOols, their sponsorship, incentives offered, leadership .

supplied by various agencies and plans for future activities. He concluded that the
lack of in service opportunities were due to teacher overload, underpay and low
professional status ascribed to teachers. Responsible agencies made little unified
effort, ana coordination was inadequate. Also, he reported that autocratic ad-
ministrative behaviqr and the hesitancy of teachers to take the initiative contri-
buted to in-service difficulties.

Sekhri (1967) examined the administrative organization and financing of public
,education in India. Fernandez (1966) made a comparative study of nursery school
,education in India and the U.S. The study examined the scope, size and nature of
nursery school programs in India and deterMined differences in nursery school prac
tices. The study also (1) examined teacher expectations and teacher perceptions of
parent expectations from nursery education for Indian and U.S. children, (2) ex-
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amined attitudes of nursery educators regarding selected personality characteristics
of children, (3) examined general characteristics of parents sending children to
nursery school, and (4) proposed a nursery education program as a laboratory pro-

p for Indian higher education.

Noor (1965) reported perceptiOns of in-service educational needs for secohdary
teachers in East Pakistan, The study determined the criteria for in-service education
and analyzed in-service needs as perceived by teachers and administrators. Both
groups were in general agreement concerning priorities. Noor also-examined stand-
ards set for salary increases and promotion and ascertained the role of the East
Pakistan Educational Extension Center as a primary agency for in-service eduiatiOn.

Hosseini (1966) developed implications for Iranian education as derived from
the American 'reflective thinkineapproach to teaching..

In the area of guidance, Cardenal (1968) developed a four point plan for the
introduction and organizatioo of. guidance services ia the secondary schools in
Nicaragua. The study examined the demographic, social and economic realities of
Nicaragua to determine guidance needs, reviewed pertinent legislation and described
existing guidance services. The four point plan included:

1. guidelines for a curriculum to prepare guidance personnel,

2. establishment of a Directorate of Guidance Services in the
Ministry' of Education to: organize services in schools, conduit .

research, provide placement .service's, and a psychological 'clinic,

3. a plan to organize regional guidance centers in 10 cities, and

4. a design for the organization of the proposed program.

Georgiades (1966) presented a plan for establishing guidance services in Cyprus
which provides a model program for meeting the needs of developing countries.
The proposed program emphasized vocational and educational planning to meet
Cyprian needs and also made prOvision for training and utilizing existing teaching
personnel. It instituted the use of teacher and assistant-teacher-counselors and
utilized the specialized services of the Ministries of Health and Labor. The study
described the recent socio-economic changes in Cyprus relative to existing educa-
tional programs.

Other studies in this category include de Vera's (1967) investigation of-the use
of educational television in Japan and R. H. Roth's (1967) crossnational study of
secondary teachers in tngland and the U.S. Roth examined the incongruence of
perceived teacher roles, expectations and positional stress.

These-studies suggest the numerous opportunities available to ASOS to provide
demonstrative assistance to host country educational personnel, particularly in the
emerging nations, in developing new programs and improving educational practices.
Studies such as these provide information for ASOS personnel concerning the
points of contact and commonalities and differences in the host country and U.S.
educational proc ses.

'Sociologically or nted studies examined provide useful information for under
stnding the host countr,y culture. Few of this type of study have been done
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relative to educational needs and proce%ses. However, this typ e of informatibn
could, perhaps, be found elsewhere. in anthropological and sociological fields,

suggesting then that the adaptation and utilization of the raw information in educa
tional programs would bega fruitful area of study. .

Vinocur (1968) investigated cultural values and education in Mexico and Brazil,.
The study, provides a profile of Brazilian, Mexican and Latin American values as
found in U.S. scholarly literature, 1950-64t and concludes that American educators
and scholars have failed to recognize the fundamental and influential nature and
role of the dominant Latin American value system in the development of their edu
cational systems. Vinocur also concludes that kills failure has retarded' significant
educational research in the understanding of these countries In addition, the multi-
plicity of terms used concerning values has greatlrhindereOrdirity of thought and
impeded recognition of the social forces which influence,,educational matters in
these countries. As an integral part of the study, Vinocur depicts the dominant
Latin American value system and outlines MeAcanAnti.Brazilian valtiesystems and
associated concepts. He also describes themanner in which the Mexican aQd
zilian educational systems work within their own value constructs.

Payne (1967) investigated a condition which most ASOS educators in Latin
America encounter if they have host country girls in the school. the confrontation cf

r Moderntradition an odern values for the Latin American female. The girls in the
study, stude is at the University of San Andres, La Paz, Bolivia, were identified as
a potentuLteadership group In_an emerging nation and the values under examina-
tion were those identified as influencing factors in the exercise of leatiership. The
study sought to determine whether subjects were Kp er iencing Ad alue cris8, or con-
frontations of traditional Latin values. personalism, emotionalism, idealism with
modern values. CGOOOMIC security, exercise of rights, national identity. All hypoth
eses were supported in extensive personal interviews subjects expressed both
traditional and modern values and revealed value crises ,t)y direct expressions of
conflict, anxiety and confusion. Idealism most often was the source of conflict.
Expressions of crises occurred at all levels of university study, but although girls in
the upper level showed somewhat greater certainty, crises were not completely re-
solved while in university. _

Friesen (1966) investigated in Colombia and Peru the nature and determinants
of attitudes toward education and physically disabled persons. The study focused
primarily on the manner in which certain attitudes are formed. One important
aspect of the study involved the development-of a rationale and terhnirvir f.)r
analyzing cross national concept comparability.

Sociologically oriented studies conducted in other areas of the world, include
Chardrasekharaiah's study (1968) of personal hopes and aspirations, korries and
fears of senior high school students in Bangalore City, Mysore State, India. The
study surveyed Indian yuuth and described the emotional state of young people
arising from confrontation with the pressing problems of the nation. Malik (1966)
analyzed the report of the Commission on National Education ror Pakistan and de-
termined that the Commission's recommendations implied the necessity for re

values concerning education and developing anew philosophical base for
the national education system that would view education as a national investment
for social and economic development and integrated education with planning for
national development.
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Shimahara (1967) investigated the enculturative roles of Japanese education,
comparing urban and rural edut.ational systems in Japan and making rei.ommenda

,tions for change.

Amare (1964) reported on the socio-moral problems arising from the introduc
tion of modern education to Ethiopia.

Weaver (1966) conducted a comparative study of four Congo culture clusters.
The study investigated the cultures of the maor tribal groups in the Congo seeking
the common, complementary and conflicting facts which could be useful in de
veloping new edut.ational programs. Data is presented on environment, ei.onomic
life, social organization, cohesion and culture contacts. Implications are drawn for
educational applications which would assist toward the goal of developing national
unity.

Several studies were examined which focused on the importance of education
to manpower development in, emerging countries. These studies provided a back-
ground an the current economic conditions in the respective countries and ex-
amined problems of educational planning for meeting manpower needs.

,Nedallada (1968) identified the socio- economic development practices in the
public schools of Taiwan, Japan and Mexico and determined their applicability to
the Bicol Region of the Philippines. He also described and evaluated the socio-
economic conditions and the public schools of the Bicol Region.

In,a study in the field of political science, Danielson (1966) analyzes and com-
pares educational and economic growth in the Philippines for 1939 and 1960
incorporating a new technique for measuring human capital in the determination of
aggregate output of the economy.

Jolly (1964) explores a real resource approach to analysis and planning of edut.a
bonal expansion because, in his view, cost benecit assumptions are inappropriate
for developing countries. The study utilizes the manpower issues of the African
nations as Case material.

Grant (1968) assessed the appropriateness of the science curriculum in Nigerian
secondary schools for the country's scientific manpower needs. The study provides

, background information on Nigeria's geography, people, government, economic
development and educational growth. It presents information un soentific man-
power needs and assesses`the vocational interests of 489 science students in 12
schools. Grant described the content and methodology of science instruction and
obtained perceptions of attitudes and practices of Nigerian science teai.hers. He
found that although there is a high need for manpower in soence.oriented careers,
students indicated little interest in science related occupations. Grant concluded
that the science curriculum and methods are not relevant and teai.hers do little to
motivate interest in science-related careers.

Ahmed (1966) provides an estimate of educational requirements determined by
manpower needs for economic development in Pakistan. And H. R. White (1965)
studied the possible effects of selected educational policies and programs un income
size and distribution in the industrial sector of Peru. Also concerning Peru, Stephens
(1970) examined the power structure and political behavior of members of the
Peruvian upper classes. The study provides useful information since host country
elite are often included in the ASOS clientele in Latin America.

An apparent void in the mural is the level of knowledge ASOS personnel and
clientele have about the macro - societal setting in which they work and the many
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tional expansion because, in his view, cost benefit assumptions are inappropriate
for developing countries. The study utilizes the manpower issues of the African
nations as case material.

Grant (1968) assessed the appropriateness of the science curriculum in Nigerian
secondary schools fore the country's scientific manpower needs. The study provides
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development and educational growth. It presents information on scientific man-
power needs and assesses the vocational interests of 489 science students in 12
schools. Grant described the content and methodology of science irrstruction and
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students indicated little interest in science related occupations. Grant concluded
tiptthe science curriculum and methc5 are not relevant and teachers do lift to
motivate intere's't in science-related careers.

Ahmed (1966) provides an estimate of educational requirements determined by
manpower needs for economic development in Pakistan. And H. R. White (1965)
studied the possible effects of selected educational policies and programs on income
size and distribution in the industhal sector of Peru. Also concerning Peru, Stephens
(1970) examined the power structure and political behavior of members of the
Peruvian upper classes. The study provides useful information since host country
elite are often included in the ASOS clientele in Latin America.

An apparent void in the research is the level of knowledge ASOS personnel and
clientele have about the'macro-societal setting in which they work and the many
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relationships that this knowledge or the lack of it (rim have on the perceptions
and behaviors of the school And those related to it.

The micro-societal category, or school clientele, in Hides studies investigating
aspects of the ASOS client society. the home en ronment, parental attitudes,
characteristics having influence on the type of stu ent attending the American-
sponsored overseas school.

None of the studies examined had his aspect of erseas education as their
central fouls. Clearly this is an are in which researc needs to be conducted.

Several studies, however, do treat n a minoi- fashion a few of the sub-categories
of parents of ASOS students in the different. regions of the World. The occupational
categories included: employees of the U.S. government, U.S. business, host country
and other foreign business and other. McGugan (1971) reported the number of
students who were dependents of U.S. government employees in the ASOS in Latin
America.

In a study related to this matrix category, conducted by Wenner (1970), four
Department of Defense Schools, one in Germany and three in East Asia, were ex-
amindd in a case. study approach. The central focus of the study was the operation
of a traditional institution, a school, in the context of three cultures. American,
host country and military. For one aspett of the study, Wenner conducted inter-
views with parents and students to ascertain the frequency of in and out of school
patterns of interaction with people Of the host country. He found that the extent
of interaction of both parents and students was minimal despite the expressions on
the part of the-parents of the desirability of cross-cultural experiences.

This was the only study which attempted to assess cross-cultural contact within
the parent community of an overseas school. However, the recognized differences
between the DOD, school and the American sponsored overseas school indicate that
further exploration of the topic in the ASOS setting might obtain different results,
and provide further insight, into problems related to cross-cultural interactions
among students.

SCHOOL INSTITUTIONALIZATION

VIGNETTE

Henry O'Leary: The Quest for Natural Fiber

In 1870, John Scarpetti was a free spirit and a businessman who pursued his
business anyplace it took him. He made brushes on the East coast and his primary
problem was getting good natural fibers to replace hog bristles which were not in
adequate supply at a cost he could afford. John expressed his wicern and soon
found that another merchant, Henry O'Leary, was also having problems getting
adequate supplies of manila hemp to produce rope for outfitting ships. Scarpetti
and O'Leary decided to write to Michigan Agricultural College and inquire about
the availability of natural fibers. The professor they contacted could help. The year
before he had advised Bruce Olds, a midwestern manufacturer of binder's twine,
that he had reason to believe that the Mexican agave (Agave atryirens) had great
promise as a natural source of fiber and Olds had been in Mexico investigating the
maguey plant. This plant had been used by the,Aztecs for centuries as a source of
pulque (an alcoholic beverage), fiber for thread and thorns for needles. It was abun
dant, grew voluntarily and required no care. Within two years, Scarpetti, O'Leary
and Olds were in businessin Mexico and the maguey plants proved to be an eco-
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nomical and durable source of fiber. They were venturesome and soon more suc-
cessful than they had been in the Midwest and the East. Their wives and children
joined them in Mexico and they became exporters of fiber to the U.S. market.

Each mother tutored her children at home for a few months. Pgents teaching
their own children and only their own children usually encounter difficulties. This
was true for the three mothers in Mexico and they were concerned about the prob-
lem but couldn't develop a solution. Mr. Olds suggested that they write to .the
Professor at Michigan Agricultural College for suggestions. Within a few months,
Mr. 'Olds heard from a state college in Nebraska with a suggested solution. As it
happened, this Nebraska professor had worked with his Michigan colleague on a
screw worm project ad discussed some correspondence coprses that
Nebraska'had dev: oped for isolated ranchers and grain farmers in Nebraska without
schools available or their children.

Mrs. Olds ha two children and a large house. She offered to set up one room as

a classroom so t at all of the Olds, Scarpettira 'Leary children'could study thenit.Q
correspondence rses together and the ,,three thers could rotate monitoring
and helping the chip en. The first germ of an American School in Latin America
was born.

.

Witiiiin several years many of these clusters of two or ihree families pooling re-
sources had formed. Minerals were abundant, silver was to be. mined, petroleum was
a possibility, and international trade was developing as entrepeneurs sought new
sources of raw materials for a rapidly booming industrial revolution in the U.S. In
Maryland, a school had developed a correspondence course oriented for parents to
use with a small group.

The Americans formed a society, mainly for social purposes, but also in order to
systematically recognize their heritage and citizenship (even though many of their
children became Mexican citizens). Henry O'Leary was elected president of the '
society. A common concern of all members was the education of their children.
O'Leary understood this well, because as most parents in the early days, he had
sent his children to the States for high school because the mothers simply could not
provide all that was needed for children of that age. O'Leary proposed that the so-

ciety found an American School, operate it and develop it to be responsive to the
needs of the Children and youth. With feelings of relief and enthusiasm, the first
American School in Latin America came into existence.

.,
Through mixed marriages, citizenship preferences, third country nationals with

similar problems but consistent educational goals, the American School within a

few years had 60% U.S. children, 30% Mexican children and 10% of 18 other
1

nationalities. Its major purpose was to prepare the student fo entrance to U.S. and
European higher education.

About the same time that Henry O'Leary died after a very long and prosperous
etahceh pi-precepts o wif tehxei cMexican rrevolution nf edl tcionnaf olall h INs At ol I nschools

As Mexico evolved to more power over education delegated to the Mexican states,
foreign schools, such as the American School developed a dual curriculum, half the
time in the U,S. program and half in the official program.

Many policies and beliefs contributed to the demand for a U.S. type education.
U.S business and industry and government expanded in the 1930-1960 period and
expansion required U.S, personnel and they required education for their depend.
ents. Higher education in the U.S. had largely replaced Europe for families who
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could afford higher education; many Mexicans believed that Mexico and the U.S.
would always be linked and that a knowledge of English would be invaluable, a
booming industry provided many jobs, but better jobs for bilingual people.

By the mid 1950's, the Mexican gofernment limited severely the number of
foreigners who could work in Mexico and developed a policy of majority owner-
ship of business and industry and required plans for training Mexicans to fill techni
cal and professional positions and drastically reduce non Mexican employees.

The American School continued to grow but at a ,slower pace. For example,
Henry O'Leary's grandson, Enrigue O'Leary Gomez.the majority owner of Fibras,
S. A. (synthetic fibers), enrolled his children in .theA&rican School which con-
tinued basically as a college preparatory school but for higher education in MexicO
or in the United States.

VIGNETTE

Jack Park: Keep Companies Out of Running Schools

Jack Park was a company man and knew his business. He had been an early wild-
catter in East Texas and, as most others, could function as roughneck, tool pusher,
production foreman or manager. He joined the company as a foreign crew manager
when he sold his independent rig. His speciality was to go into a new potential oil
field in one of his company 's foreign operations and start drilling and production.
Initially, he had few personnel problems related to families a man signed on for a
three ye c left his family at home, lived in the camp, received periodic
local leaves and if he didn't like it, there were plenty waiting to take his place.
There were many men in the 20's and 30's looking for work. Jack did wonder why
more men who were his best and most stable didn't sign on for second and third
contracts even though he would not ask his men. He had heard it said that they
would take their stake and return to the States to be with their families. Jack re-
flected that he was with his wife and children in the States about 10% of the time..
Privately, he wondered if he really knew them.

Running an oil patch became increasingly complex. Money was made or lost by
the nature of the agreement with the local government, by tax laws and their inter

1 pret -ons. Jack was a boomer who believed you struck it and if you did, you had it
.ma ; if not, you lost it all and started over; therefore the Houston office neces
, sanly became more involved in operations, and the New York office started to
develop cost effective studies and to develop policiesfor international operations.

Shortly thereafter, Jack was transferred to South America as a Field Superin-
. tendent. The company operation was mote complex and had a General Manager. In

fact the company was only half owned by Jack's company and the General Manager
was responsible to an interlocking board representing the operating company, the
25% shareholding cumpan;, the pipeline company and the cracking plant (tu break
down a heavy crude to a lighter fuel oil for the East coast market).

Jack waklocked to learn that employees were on two year Contracts and
brought the kamilies with them. The company even operated a school which was
called the American Staff School. It was limited to children of U.S. technical
employees.

The company became more complex. a new refinery had to be constructed,
several new pipeline spurs were needed, speciality companies for seismography,
drilling mud, and even contract drilling with portable rigs flooded the area. The
pipeliners, doodlebuggers, and refinery construction workers traditionally trap
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sients on a single job started settling in as relative permanent contract service per-
sonnel. They even brought their families with them. Could their children attend the
American Staff School?

Meanwhile, the company had employed Dr. Alfredo Oliva as the head of the
company clinic and hospital and soon eight other national medical doctors joined
him. Two, including Dr. Oliva, had been educated in the U.S. and had married U.S.
citizens. Sra. Betty Jane Owens de Oliva wanted to know if her children could
attend the American Staff School.

The Minister of Interior .of the host country assigned his top Inspector .o moni-
tor the company's operations to assure compliance with government requirements.
Ing. Arturo Gonzales was a graduate of Texas Tech in petroleum engineering. His
wife, Elvira Restrepofle Gonzales, had attended high school in Arlington, Virginia
while her father served as ambassador to the United States. Ing. Gonzales asked the
General Manager if his children could attend the American Staff School.

' The rival Dutch company across the river had three British employees with
children. Could they attend the school?

In the staff meeting, Jack Park correctly assessed that the situation was gettlii
out of hand. The Gene -I Manager remarked that the company wasn't in the busi-
riess of running scho
and asked him to exp
lations office in New Y
type School be formed
retain one share per

s. The GM- called in the head of the American. Staff School
re the problem. After consultation with the Industrial Re-
rk, the school head proposed that an American Community-
that each company share in the cost of the initial plant and

pendent child to assure places for employees' children, and
that shareholders v' Id elect a Board for the School, that the Board would estab-
lish policies and: t tuition rates and that the participating companies and anyone
else could enro children in the school if they could pay the tuition and space was
available . he school program was compatible with the students' background. A
new t e of American Sponsored Overseas School was brought into being as it
e':c!': d from a company schbol.

E ryone was happy. Parents previously excluded could enter their children into
the SOS, the company had schooling available at about one-half the previous cost,
exe tive time was nof impinged upon. During the next several years the schools
evolved in their governance. The shareholders retained corporate control, but..par-
ents participated in the election of the Board and hence in policy development.
Periodically, however, the shareholders were required to provide capital outlay and
to cover deficits. The next year, twelve children, who were dependents of U.S.
government employees assigned on a Point IV technical assistance project, entered

,

the school. They asked if it was accredited. Jack said, "What is that?"

VIGNETTE

Frank Bueno: A Visionary of Our Time
/**"0

Frank was an excellent school superintendent and his school-to-school project
with an American Sponsored Overseas School was mutually beneficial to his school
systerb and to the ASOS. He pondered about how to communicate to his town
leaders thal the international dimension of education was certainly not a luxury or
even an option. A goal no less important than survival may well be what society was
deciding to opt for. What was his role to assure the overall critical balance? Two of
his board members,wanted to know what their school system was doing wasting
time with a foreign school when they had so many problems of their own. The
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people weren't paying their taxes for him to run around all over the

VIGNETTE

William Soloman: Informed and Wise

Dr. William Soloman possessed a rare, combination of knowledge and wisdom:
Even though he had never worked directly in an ASOS, he haclovorked with them
and been'.their advocate during most of his professional life. ror the pa;t several
years, he had'been responsible for the aecrechtation.9f secondary schools in a geo-
graphic region of the United States as well as for one of the, overseas regions (the
various regional accreditation associations had agreed to a division of responsibility
for regions of the world and types of schools on a geographic and functional basis).
Work with a group of overseas schools had sharpened Sulouraii', t.srspective about
accreditation. He had understood for many years that the assuption basic to
accreditation must be that a schoOl would voluntarily subject itself to outside and
disinterested evaluation and be judged More in termsRf planned and continuous im-
proyement than in meeting quantitative requirements. Progress toward goals ,a
school set for itself in terms of its own purposes and objectives, with a minimal
number of quantitative standards was far more effective, in improving a school than
following a guide imposed from-an outside group. Based on his experiences with
hundreds of schools, he understood that the line between an accredited and an un-
accredited school had become less well defined as the various states had become
more actively involved in establishing minimum standards for schools, and schools'
had become much more than merely, institutions to prepare youth for higher educa-
tion. He also understood the intangible power of accreditation, and thus recognized
the value of requiring minoum salary schedules (oven though, these appeared to be
giving way to collective bargaining with 38 states now having legislation authorizing
public employees and teachers to bargain), having a librarian, a counselor, and a
reasonable class size. Probably of equal.importar4 was the capability of an accred-
iting ,group to require clear and appropriate roles for school board members and
school administrators and the development of policy.

Work within a large group of schools outside of the U.S. gave Soloman perspec-
tive. He was responsible not Only for accreditation of the ASOS in one region of the
worltl, but also for other schools in that same region, particularly church-related
schools. He learned early that schools are more different than alike in many case,
but ihatthe ASOS was truly unique. Without exteption, each ASOS Was operated
as a system rather than as a group of schools within a system. Thus articulation
among early childhood, elementary, iniuule and secondary programs was simplified.
He quickly developed 'a principle that transcended any accreditation prinCiple
that if schools were to be improved, that such improvement could better occur
within a formal linkage than in 4 void. This seemed particularly true in the ASOS
which unlike U.S. schools was usually not responsible to any outside agency.
U.S. schools, with federal, state, arid sometimes lueal legislation, with State Educa
tion Agencies and Federal agepues and others, were consistently monitored and
somewhat controlled. The ASOS was controlled primarily in matters unrelated to
education except for national programs in a few cases: Yes, the ASOS was unique
and required more administrative interpretations if a relationship was to be main
tamed. The individual school within a U.S. school system, however, tended to
become fragmented from the total system. Was the ASOS a microcosm of what
levels of education should be? How they should articulate?
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Dr. Soloman had worked with the ASOS long enough to see concrete results in
their improvement. He was heard on a number of occasions to remark "we have
seen the typical ASOS came out of the cellars.and converted family dwellings called
schools into new and modern school plant,,, we have seen the administrators and
teachers who were hired off of the.street because they spoke English replaced with
professionals who are as Competent as those in any school our, task and our
challenge is to see this happens to each and every ASOS, the bad examples of U.S.
education oversees damage not only themselves but all of us. Within many overseas
school 'systems, we have also seen a miniature example of cooperation between
levels of education which has had as a net result better education at each level."

Bill Soloman had a high level of tolerance for flak. Many of his counterparts be-
lieved that accreditation must be a rigid application of principles and standards
applied in a process and a manner which had no exceptions. Of course they believed
that the assumption basic to accreditation was simply that a school -met sets of
minimum standards which were carefully verified on a periodic basis., One.said "if
you make an exception for one school, you are open to criticism if you ever turn
down a school for that reason." Dr. Soloman wondere'd about the future of accred-
itation. He knew it would survive but he wondered about" its future form. He
wondered more, however, about the future of the world.

A group of school superintendents had studied the concept of school organiza-
tion through a systems approach., It was odd that they had always been a school
"system." This concept viewing a school as a system with parts linked by pro-
cesses .appeared to provide a viable direction for their school systems. They could
integrate many of the improved techniques and manage a variety of complex solu-
tions_ This thrust toward Modern organization provided a systeMatic and unified
approach to the improvement of all schools within each school system. Each super-
intendent was excited about the potential to be able-to improve all schools in his
system by this "systems" approach. EgaLch school could be responsive to its student
body but all of the interdependent' parts (subsystems) could be understood. Only
one major problem constrained development regional accreditation requirements
were designed for individual schools within a system and with one exception treated
only secondary education. Since colleges accrediting high schools to enable their
graduates to pursue higher education had not been a siable objective for several
decades, they wondered wh accreditation continued to fragment the levels of
education. I

The superintendents represented the 50 largest-urban school systems in the U.S.
and their needs were critical. Two co'nflicting resolutions were introduced in the
1976 meeting:

"Resolved that the Council establish an accrediting functio'
responsive to the needs of urban and others school ems
and that this new agency will function nwide for
school systems' which choose to vi al ols within
their system as equally important and a ope ing in con-
cert as a part of a total system."

"Resolved that the Executive Committee of this Council
meet with Dre William Soloman and seek his advice about
matters of accreditation of concern to this Council and
solicit from him recommendations for further action."
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The deliberation and debate orf the two'resolutions began.

Premises

The following premises relate to the School Institutionalization category of the
Research Matrix.

Premise: American-type overseas schools, including the American
Sponsored Overseas School (ASOS), were originated for
many different purposes some have changed or evolved,

others have not and in each case the controlling group
may be expected to have a rationale for the philosophy and

objectives it follows.

For examples: (1) some schools were 'founded and are operated for the purpose

of providing an education that resembles as closely as possible a typical U.S. school,

(2) others were founded and operated to provide education to an international
pupil population with a bilingual program, (3) some were founded for the purpose
of providing a national program with an excellent opportunity to learn English,

(4) others for a U.S. program and an excellent opportunity to learn the language of
the host country. The common thread is that all schools operate to meet a need of

a group that is large enough or capable enough to support it.

Premise: An ASa may operate under many different types of
ownership and gOvernance; however ownership is related tp
ultimate control.. snot profit) and governance is usually re-.

sponsive to both ownership and parents.

For examples. (1) many companies or individuals own Or control shares-or bonds

with the major rights thereinto appertaining being assurance of places in the school
for employee's children (or their own children) and usually with voting privileges to
elect all or part of the school board, (2) governance through a school board for the
purposes of eeship and policy approval with a chief school officer (superintend- .
ent, director, rancipal or headmaster) responsible for administrative functions is
common in all chools except profit making schools in which participation in gov-
ernance is usuall eel' to an advisory capacity.

Premise: Overseas schools operate relatively free from formal con-
trol over .quality; therefore voluntary control through
accreditation by U.S. regional agencies is of greater than
normal importance.

For examples. (1) Private schools in the U.S. are subject to many formal controls
including statutory ones to a>sure that children and parents are not exploited by
schools operating with undertrained or unqualified faculty and staff, in unsafe or
unsanitary facilities, et cetera, irrespective of profit, (2) ASOS are subject to few if
any formal controls related to quality, control is usually limited to the requirement
that a program be offered, nationality of teachers teaching certain subjects and
other requirements unrelated to quality, (3) school boards in the ASOS operate
with few if any external constraints except as they agree to voluntarily through U S.
accreditation, (4) accreditation by U.S. agencies has probably been more effective

in fostering quality education in some overseas ygions than any other factor; in
other regions, however, some agencies have not been responsive and their impact is
'relatively insignificant even though their potential is great.

Premise: Policy development in the ASOS is more critical than usual
because of high turnover of board members, superintend-- 35



ents, principals, teachers and pupils and as a result of per-
sistent and changing problems in the ASOS related to
purpose,' personnel function, curriculum,' admi5sions, fi-
nance and the school's role in cross cultural fcluAtion.

Examples; (1) Some school boards without written policies use inordinate
amounts of time in decision making about questions that lend themselves to a
policy to guide the administrator in decision making; a frequent consequence is that
questions of gteat importance about the future are neglected and crisis administra-
tion becomes the mode, (2) many superintendents, lacking policy guidarivrond to
make all decisions on an individual basis and become highly vulnerable to charges of
favoritism and unfairness, (3) all personnel newly employed by an ASOS, or newly
elected to its board, cannot provide continuity and even development unless they
have available to them policies developed and tested over a reasonable period of
time.

Premise: The ASOS has establishe variety of inlerinstitutiocial re-
lationships-Including U.S. gove rnent, accrediting agencies,
schools, universities and professional associations;-and with
each other. These relationships are characterized by their
unevenness in being of benefit to either party and ulti-
mately, success appears to be based on mutual benefit and
commitment.

Examples are: (1) the primary; obligation of the U.S. government is to assure in-
sofar as possible-adequate educational opportunity for dependents of U.S. govern-
ment employees posted overseas and this is reflected in the purposes for whidh
funds are made available, and secondary obligations are to foster mutual respect and
understanding among peoples of the world and the U.S. and to demonstrate U.S. -
type education; these obligations are reflected in ASOS relations with U.S. govern-
ment, (2) ASOS frequently relate to U.S. schools in school-to-school projects and
these have rangedto outstandingly successful to insignificant; exchange of person-
nel and materials fosters cross cultural understanding and results in better personnel,
linkage provides opportunities for joint projects the committed and bold are
successful, the reluctant and unimaginative are pedestrian, (3) the ASOS in coop-
eration' with.eich other in geographic regions through regional associations provide
valuable opportunities for learning from each other about problem solving and
potentials and provides the vehicle for cooperative action for purposes such as joint
use of consultants and the development of in-service programs with U.S. universities.

Conspectus of Research

The Research Matrix category, School Institutionalization, includes studies con-
cerned with four major aspects of the ASOS. institutional foundations, purpose
(objectives), sources of support and inter-institutional relationships.

Two of the studies had as their central emphasis the origins and historical de-
velopment of particular American overseas schools. Beans (1968) traced the histor-
ical development of the, ASOS in Sao Paulo, Brazil, from 1920 to 1965. He then
described the school as it was, functioning in 1 965 and evaluated its effectiveness in
its contributions to world understanding. Beans, in concluding his study, made 16
recommendations for improvement of ASOS operations in.Sao Paulo and elsewhere.
These included increased governMent assistance and cooperation, staff imprOve-
ment, establishment of written policies and equitable salary schedules, the need to
involve local culture and local educational institutions and curricular improvements.
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Ronsheim (1967) traced the origins and development of the International School
in Geneva and the European School in Luxembourg from 1918 to 1966. The study
also surveyed the origins and development of international schools in Western
Europe in general. Factors in development during the period between the two world
wars were identified and compared. The author described the different types of in-
ternational schools and formulated criteria for identifying -a 'true' international
school. The criteria were validated by means of a questionnaire sent to school
directors. Seven major and nine minor criteria were validated. The major criteria
included:

promotion of international understanding,
balanced multi-national student body and faculty
balanced board control
bilingual or multi-lingual teaching

multinational or international curricula
PreParation for university entrance in more than one

country

The minor criteria included:

modest tuition or no fees
enrollment of host country children
merged 'national curriculum streams
instruction in the local language
unbiased teaching-materials
impartial school evaluation
international sponsorship
no single ideology taught
absence of profit motive

The author examined the two schools previously mentioned in light of these criteria
and found that the International School in Geneva met the major criteria until 1956
and now no longer qualifies. The European School in Luxembourg does meet the
criteria within its regional limitations. The study also included a report on the status
of the international schools movement.

Several other studies describe as background information the origins and devel-
opment of ASOS in various parts of the world. Mannino (1971) described the general
characteristics of origin of ASOS throughout the world; Orr (1964), McGugan
(1970) and Fraser (1970) describe the origin of ASOS in Latin America. Sequist
(1968) and Crowl (1972) report the origin and development of the ASOS in
Colombia, and McWhorter (1969) briefly prpsents the origin of ASOS in Venezuela.

Fox (1 969) examined the question of accreditation in the ASOS. He traced the
history of accreditation association involvement in overseas education and made a
comparative examination of accredited and non-accredited schools in Latin
America. Significant differences were found in the areas cif salary, educational prep-,,
rati-on of teichers, existence of counseling and guidance facilities and library

resources. Little or no differences were found in pupil-teacher ratio and per pupil
expenditure.

A study, related to the accreditation of overseas schools was conducted by
Cutting (1 969). The study involved the development of a computerized reporting
process for the Commission on Secondary Schools of the Southern Associatiqn of

'Colleges and Schools. The data utilized to test the computer program developed
was the accreditation data reported by ASOS in Latin America. The program allows
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storage of accreditation data over a long range period which then enables easy re-.
trieval for comparison-on the variety of accreditation measures.

Two studies closely examined the purposes and objectives of ASOS in Latin
America and attempted to assess the extent to which the schools' programs and
operations were realizing their goals.

.
Youn0 960) investigated the potential of the ASOS in Latin America for im-

proving Inter-American relations. The author formulated international education
objectives judged realizable in the ASOS in Latin'America and surveyed the schools'
directors to determine the extent to which they felt that the schools were achieving
these objectives. Nine objectives were formulated:

1. Promote U.S. Latin American friendships
2. Help interpret one culture to the other
3. Develop understanding and respect for the waysd life of others
4. Help provide leaders for the host country
5. Foster self - development, self-realization and self-improvement
6. Teach English to Latin American students and Spanish to

North American students
7. Utilize and demonstrate U.S. instructional methods
8. Offer academic programs acceptable to both the U.S. and host

country
9. Provide educational leadership for the host country.

All responding directors agreed that these objectives were valid for their schools.
However, the schools were not doing the kind of things necessary for the achieve-
ment of these objectives. Young concluded that more direction, supervision and
professional assistance would be needed before any of the given objectives could be
Considered accomplished in the group of schools studied.

Orr's (1964) study of binational schools in Latin America described t) their
origins, 2) chief characteristics, 3) objectives, 4) chief problems, 5) pursuance of
Stated objectives, 6) adaptation and contributions to national systems, 7) potential
for future growth and 8) necessary changes. The study utilized a questionnaire
which surveyed the administration, organization, curricula, personnel, financing and
facilities of the schools, and in-depth case studies of six binational schools in Mexico
were conducted. Also the study included an assessment of the Mexican American
schools against the historical background of education in Mexico. Orr found that
the binational schools were inadequate representatives of U.S. education, there was
little cross-cultural research or experimentation being conducted, and generally the
schools were not well-conceived in relation to their settings. All,had administration/
organ;iation, finance, curriculum/instructional and personnel problems. Orr wn-
cluded also that objectives were imprecise and tended to "idealize if not romanticize
intercultural education." 4n addition", instructional programs. were not related to
stated objectives. Orr commented:

,

Stated objectives are 'historically irrelevant to the schools
themselves, ,low motivators of actual school behavior and
possibly irrelevant in the culture in which the schools
operate.

He recommended that new models of organization and new approaches to teaching
Were required.

Aspects of inter institutional relationships were explored by several studies.
38'
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Counce (1971) investigated, the progress and effectiveness of the School-to-Schaol
pr:..-je,:ts sponsored by the U.S. Department of State between ASOS and stateside
school systems. The study utilized a questionnaire to elicit reactions on the part of
both stateside and ASOS personnel participatirrg in school-to-school activities, Some
of the findings included:. I

.. n Involvement of teachers in overseas teaching experience had
promoted individual' understanding and knowledge necessary
to quality performance in.teaching. (94% positive)

2) Exchange of human resources has been successful. (83% posi-
tive: 88% stateside, 78% overseas) ,

3) Schoolto-School experiences have helped host country teach-
ers to be more effective in their teachinglearning experiences.
(19% positive)

4) School-to-School projects have improved relat4nships between
. host coAtry teachers and North American teachers. (78% pos-

itive) .

5) There was evidence of better attitudes toward the U.S. educa
tion by host country.teachers. (74% positive) '

Counce concluded that more needed to be done in permitting teachers from the
Overseas schools more experience in the stateside system.

Sokol (1972) designed A study that was a comparative analysis of five binational
,secondary schools in Colombia and ten representative private .Colombian secondary
schools. He found the ASOS to. (1) provide higher salon/ ranges and more fringe
benefits, (2) require more teacher work hours per week, (3) have lower pupil-
teacher classroom ratios, (4) have more adequate library facifiti6, (5) have higher
tuition, (6) provide more classroom equipment and teaching aids, and (7) utilize
more educational specialists and furnish more student services. There were negli-
gible differences in the number of teacher work days per year, length of school
days, instructional methods and levels of professional 'staff training. Sokol also re-
ported the constraints on joint projects and made recommendations for improved
relations with the Colombian educational community. Constraints perceived by the
surveyed administrators included. National curriculum inflexibility, calendar differ-
ences, language barriers, cultural isolation arid-lack of inter-school channels of
communication. Recommendations for improved relations included: '

e

1) Establishment of formal visitation programs
2) A series of inter-school administrative conferences to establish

cooperative programs and resolve common problems
3) joint staff teacher workshops conducted in Spanish
4) Student and teacher exchange programs between the bi-

,national and neighboring Colombian schools
5) A reorganization of the Association? of Colombian-Caribbean

Binational Schools to include an executive officer to coor-
dinate support. services.

s

The concept of regional associations, consortia and university relationships were

not found as a central focus of any of the studies examined. However, Seaquist's

study described the deveropment and advantages of the Association of Binational

Schools in Colombia and Haiti. M4illicriter's study describes the association in

Venezuela. Scaquist, in addition, traced the development of the Association's re-
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lationship with the University of Alabama, He reported that the Association has a
long term contract with the University which is funded to provide: graduate
courses in Education; various types of consultative services, general assistance in
curriculum and materials development, guidance and counseling, testing and evalua-
tion. Seaquist also .reports quantative information on the types of activities and
extent of participation during school years 1966 to 196a.

Mannino's study reports examples of A/OS-university relationships and regional
associations and develops a strategy for the expansion of these types of associations
to form the basis for a new kind of system structure for institutional improvement
overseas. This structure would be composed of a limited number of "producer"
schools that are committed to the tasks of resource building among a group of client
or satellite "consumer" schools. .

One aspect of the relationship between the U.S. government and A/OS is treated
by McGugan's study (1970). McGugan traced the development of U.S. government
sponsorship of the ASS through the authorizing legislations and policy statements
of the U.S. Department of State. He analyzed the 44 ASOS in Laiin America on the
basis of the quantitative measures by which school adequacy or quality is generally
assessed' personnel qualifications, salaries, personnel continuity, programs offered,
expenditures, and compares the five Latin American ASOS that have been desig-
nated U.S. Government Sponsdred on these measures. Little consistency was found
among the five schools. McG en developed videlines by which the criteria
used to designate these saools, th adequ y concept, could be examined.

- McWhorter (1969) made a co
Colombia and Venezuela. The are

alysis of the binational schools in
hich the schools in the two countries were

compared included: origin, type of sponsorship, programs offered, personnel char-
acteristics and qualifications, student body composition, salaries, fringe benefits
and in-service °pox iunities, and problems encountered. The schools examined in
Venezuela included company and proprietary schools in addition to the ASOS.
They generally differed from the Colombian binational schools in purpose, offering
only a U.S, program while the Colombian binational schools generally offered both
U.S..and Colombian programs. Also they had much higher average salary. Problems
encountered were similar; but one difference was that the school directors in
Venezuela reported much less 'difficulty recruiting teachers. Cooperation between
schools in Venezuela occurred on an informal basis as the need arose, while the
Colombian schools had formed an association to coordinate mutual assistance
efforts.

Bruce (1973) conducted a study concerning possible cooperative action among
five European schools.

Cooperative action among and between schools remains elusive for most schools,
however.

Perhaps the most frequ6ntly reported problem deals directly or indirectly with
the fact that most ASOS are underfinanced. Even though support by U.S govern-
ment and other support is a critical part of the ASOS budget, it is relatively insig-
nificant as a percentage of thg budget. The ASOS is operated for most practical
purposes by income from tuition and fees.
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SCHOOL ORGANIZATION AND ADMINISTRATION

.-.

VIGNETTE

John Traxworth: Organizing for the Complexities

John had been a career school administrator in U.S. public schools for twelve
years after teaching science for three years. He accepted an assignment as super*
tendent of an ASOS. The ASOS appeared to be a manageable assignment from a
normal administrative point of view. All of the students an early childhood (N-2),
an elementary school (3-5),.-a middle school (6-8) and a high school (9-12) were

located on one campus and operated as one school system, there wer only 2150
students enrolled and the school owned and operated its own buses and cafeteria
and the athletic program was low profile, John's only unstated concern was that it
appeared to him that the ASOS had a serious over-supply of non-teaching person-

. nel. Wisely, he decided to settle into the job before he made any substantial
changes. Fortunately, when he arrived in 19te summer, most of the actions necessary
to ge school underway appeared to have been completed and school started with
little effort orction on his part. J

During the second week of school two actions occurred which stimulated him to
decide to study his administrative organization sooner`than he had planned to. First,
a new board member who also had just arrived from the StatesOn his first foreign
assignment, visited him in his office. He had been a school board member in the
Southwestern U.S., and had always been interested in budgets. He maintained that
since he was new on the board and John was new as superintendent, that neither
was responsible for what he had found when he analyzed the budget,.He discovered
that only 65% was allocated for actual classroom instruction. He hadn't completed
the ahalysis but he knew that the ratio was far out of line with the 80-85% which
was acceptable in the Southwest.

. The second action occurred the next day when a delegation of teachers, led by a
new social studies teacher from Michigan and by a representative from the local
chapter of the host country teacher's union met with Superintendent Traxworth.
They assured him full cooperation and advised him that they would like to have a
copy of the budget so that they could ascertain that expenditures were appro-
priately balanced, particularly in relation to teachers' salaries (especially differen-
tials) and the direct cost of instruction related to all other costs. John adyised him.
that he would take up their request with the board.

Most of John's second week on the job was consumed in thinking about the two
visits from the board member and the group of teachers. On Monday morning of
the third week J.ohn became immersed in administering the school. At 8:00 a.m
the Assistant Superintendent for Personnel advised him that ruur iltw U.S. teachers
had irregularities in their immigration documents and would have to be suspended
from teaching (with pay) until the problem could be resolved. This wasn't too bad
though, because it was simply a technicality but that the four would have to leave
the country for the nearest neighboring country, go to the host country embassy
located there, get temporary work permits for three months, and that during that
time he could probably solve the problem. The legal fee in each case was $150.00
(paid by the school). The serious problem presented to John, however, was that if
any repetition of illegal working by teachers occurred, that he would bt liable to
criminal ,charges and automatic loss of his own work permit. He advised the Assist-
ant for Personnel to handle the problem and to give it top priority, including the
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development of a better system of personnei services to assure that this didni
happen again.

At 8'45 a.m". the transportation supervisor had an emergency situation develop.
The local police in a suburb where 37 ASOS studentslived had arrested the bus
driver and impounded the 60 passenger bus because a new ordinance restricted any
bus to operate in that suburb with a capacity of more than 32. The school had ill-
ready contracted with`the parents to provide transportation for their children. The
supervisor needed some answers and not only for those 37 students because the
now impounded bus also made a run in another adjoining suburb for 23 other
students. John. called his Administrative Assistant and shared.the problem with him
and asked him to handle it. The Assistant called the School Lawyer, who was busy
with work on the documents for the illegal teachers, and asked him to take the nec:
essary steps to get the bus returned. He then contacted a bus contracting firm, and
arranged for four mini-buses to make the'next day's run the day rate was high but
there was no other choice. Next the Assistant called the school's Purchasing Agent
and asked him to get some bids on mini- buses. The Purchasing Agent had just re-
turned from the custom's office where he had spent five weeks making all of the
necessary arrangements-to get the textbooks ordered from the U.S. seven months
earlier. The glassware for chemistry had been confiscated because ifnportation of
glassware was prohibited. (The year before it was allowed with a duty charge of
200%). Tlie-lawyer and the Purchasing Agent both called..the Superintendent to
cheiCk if the Administrative Assistant had the authority to authorize them to
proceed.

At 10:30 a.m., the cashier in the Buiness Maniger's office notified him that an
agency which had always paid a semester\ tuition in advance (as required by board
policy) for all of the dependent children now would not pay until after completion
c the services (which meant the end of the semester). Without this payment, the
Business Manager would be unable to meet the becember payroll (which, as re-
quired by law, included an extra one-half month's salary). By 11.00 a.m. he was in
the Superintendent's office for guidance. The Minimum interest rate at the bank
was 20% if they had to float a loan.

During the lunch hour, the Director-of Food Services for the school remarked to
one of the teachers that she had,been amazed when she had trisited, as part of a

schoolto-sdhool project, a U.S. school cafeteria. Through system-wide menu plan-
ning, centralized quaiitity purchasing and those marvelous provisions for quantity

9 food preparation, the U.S. school had operated the food service with a fraction of
the employee cost. The ASOS Director of Food Services planned her menus on a
daily basis, shopped for food early in the morning at the market and had never, be
fore her trip to Memphis, seen food available for quantity cooking. She had three
women to just clean the fresh vegetables, and when the PTA pr,esident was around,
to soak them in a Chlorine solution. She had hoped to have lunch with the new
Superintendent and ask for a new panel truck and a driver for food shopping, but
he didn't come to the cafeteria on this day. She simply had to have someone to drive
the truck; she couldn't do it any longer, with more parking problems every day, and
still get back to the schoOl in time for lunch to be prepared. She lofted for the time
when the school had dismissed for two hours for,lunch and she had, with one
helper, prepared only a snack for the faculty during their break.

John spent the early afternoon, which seemed unusually quiet, reflecting on the
problems of that morning. About 4.00 p.m. that afternoon, he thought he would
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development of a better system of personnel services to assure that this didn't
happen, again.

At 8:45 a.m. the transportation supervisor had an emergency situation develop.
The local police in a suburb where 37 ASOS students lived had arrested the bus
driver and impounded the 60 passenger bus because a new ordinance restricted any
bus to operate in that suburb with a capacity of more than 32. The school had al-
ready contracted with the parents to provide transportation for their children. The
supervisor needed some answers and not only for those 37 students because the
now impounded bus also made a run in another adjoining suburb for 23 other
students. John called his Administrative Assistant and shared the problem with him
and asked him to handle it. The Assistant called the School Lawyer, who was busy
with work on the documents for the illegal teachers, and asked him to take the nec-
essary steps to get the bus returned. He then contacted a bus.contracting firm and
arranged for four mini-buses to make the 'next day's run the day rate was high but
there was no other choice. Next the Assistant called the school's Purchasing .gent
and asked him to get some bids on mini-buses.,The Purchasing Agent had just re-
turned from the custom's office where he had spent five weeks making all of the
necessary arrangements-to get the textbooks ordered from the U.S. seven months
earlier. The glass e for chemistry had been confiscated because importation of

'glassware was prohl 'ted. (The yeartbefore it was allowed with a duty charge of
200%). The lawyer an the Purchasing Agent both called the Superintendent to
check if the Administrative 'Assistant had the authority to authorize them to
proceed.

At 10:30 a.m., the cashier in the Business Manager's office notified him that an
agency which had always paid a semester's tuition in advance (as required by board
policy) for all of the dependent children now would not pay until after completion
iz.se the services (which.nheant the end of the semester). Without this payment, the
Business Manager ,would be unable mett the December payroll (which, as re-
quired by laiv, included an extra one-half month's salary). By 11'.00 a.m. he was in
the Superintendent's offite for guidance: The minimum interest rate at the bank
was 20% if they had to float a loan.

During the lunch hour, the Director of Food Services for the school remarked to
one of the teachers that she had been amazed when she had visited, as part of a
school-to-school project, a U.S. school cafeteria. Through system-wide menu plan-
ning, centralized quantity purchasing and those marvelous provisions for quantity
food preparation, the U.S. school had operated the fond service with a fraction of_
the employee cost. The ASOS Director of Food Services planned her menus on a
daily basis, shopped for food early in the morning at the market and had never, be-
fore her trip to Memphis, seen food available for quantity cooking. She had three
women to just clean the fresh vegetables, and when the PTA presidentwas around,
to soak them in a chlorine solution. She had hoped to have lunch with the new
Superintendent and ask for a new panel truck and a driver for food shopping, but
he didn't come to the cafeteria on this day. She simply had to have someone to*ve
the truck;she couldn't do it any longer, v3ith more parking problems every day, and
still get back to the school in time for lunch to be prepared.She longed for the time
when the school had dismissed for two hours for lunch and she had, with one'
helper, prepared only a snack for the faculty during their break.

John spent the early afternoon, which seemed unusually quiet, reflecting on the
problems of that morning. About 4:00 p.m. that afternoon, he thought he would
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'relax with an early round of golf. At 4:05 the school's Coordinator for National
Programs burst into the office to advise the Superintendent that the office of the
National Inspector from the Ministry had called and that the Inspector would arrive
at the school at 5:00 p.m. to discuss an i ortant matter. The Coordinator thought
it may relate to the conditions of the sus ension of National Examinations which
had been granted to the ASOS two years ea ier. He had spent a great part of his
time on this problem because the exams were itrompatible with the school curric-
ulum; he briefed the superintendent while they,, waited for the-Inspector who
arrived at 5:40. The Inspector simply wished to welcome John and to assure him
that the Ministry would continue to work with the school in trying to solve the
many problems the school encountered with exceptions to federal law. He also
mentioned that his two grandchildren who were in the ASOS elementary school
were doing well.

John arrived home at 7:45 and felt he had earned his money that day. Dinner, a
quiet hour and bed appealed to him strongly. His wife brought him a drink; told
him to relax for a minute and then get cleaned up and dressed they were to be at'
the Board President's home at 9:00. p.m. for cocktails and dinner. John wished he
hadn't skipped lunch. That night, the Board President urged John to spend most of
his time on community relations and keeping the board members informed about
the school.

On Tuesday moaning, the Assistant Superintendent for Curriculum had an ap-
pointment to meet with the Superintendent to discuss the Special English classes
which were designed for non-English speaking children who entered the school.
Forty-six different nationalities and eighteen different first languages were repre-
sented in the student body. She was convinced that instruction could' be substan-
tially improved if a supervisor with some psycholinguistic training could be em-
ployed to help the Special English teachers. Currently they were really doing little,
more than tutoring the children with methods and materials th' had used as ele-

-mentary school teachers to teach reading. This approach was based very simply on
an underlying assumption that the "process of transfer" from auditory to visual was

as valid for learning a second language as for one's native language. She knew, how-
ever, that the truth was that the teachers were teaching the way they knew how to
teach. She wondered if the new superintendent recognized the complexity of teach-
ing English as a second language. ..

Three months after 'J ohn's arrival at the ASOS, the faculty representative asked
him about their request for the budget. John'had forgotten about it. He felt over- '

powered by the multitude of demands on his time but increasingly realized that all
of the demands, questions, and requests for decisions had to be handled.

The Regional Association of American Sponsored Overseas Schools was sched-
uled to meet the next week in an adjoining country. He looked forward to a break
and to an opportunity to discuss his situation with his counterparts in other ASOS.

In December, John began preparing his plans for the next year's budget. The
timing was important because recruiting had to begin no later than January, books
and supplies had to be ordered six months in advance, and.many other similar needs
caused the ASOS to do advanced planning. His first priority was the Organization.
John knew that the demands were far greater and more complex than he had under-
stood. He thought that before he could even get time to think, that he needed help.
His first priority in his proposed budget was for a Deputy Superintendent.

As John walked toward the conference room for the December meeting of the '
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Board, the new board member from the Southwest hailed him and with enthusiasm
stated that he was looking forward to hearing the budget presentation and,particu-
larly how John, planned to reduce non=teaching personnel costs.

VIGNETTE

Vincent Giambai-do: A Common Dilemma

Vincent was a career foreign service officer with five children, all of school age.
He had served in five different countries, three of which had different languages. He
was deeply committed to improved international understanding, he was equally
committed to a good education for his children. Wifh so many moves one about
every two years the continuity of his children's education was of increasing con-
cgrn. They had attended ASOS with dual curricula in Mexico (English/Spanish),
Haiti (English/French), Brazil (EnglishlPortuguese) and in the other two countries
ASOS were not available, so the children attended loc4 national schools. In Eng-
land, the metric system was taught and in Australia the reading program was
substantially different. Each of these also caused difficulty for.his children.

His new post on this summer day in 1980 was a Near East country. He was elec-
ted to the Board of the ASOS. During the past three years, the school had admitted
300 gational children. The major question before the Board was how to convert
from a rather standard U.S. curriculum to meet the new National government re-
quirement that all schools must devote at least one half of each day to the national
program, including the Persian language. Vincent wished fervently for that idealized
ut ni nt standard curriculum for dependents of transient U.S. government

employees.

Vince had double vodka martini, retrieved his brief case, and headed for the
board meeting oping that someone could come up with an answer.

VIGNETTE

Sam Skinflint: Right for the Wrong Reason

Sam was Board President and the school 'C'Ads going broke. It had served U.S.
children and only U.S. children for 37 years. Fewer and fewer Americans were com-
ing in new; the largest group was the old timers and their children were grown.
Financial stability depended on a higher enrollment. Sam decided that the only
solution was to open up enrollment to National kids.

VIGNETTE

Marshal Ainswortli:'Opportunity for Exclusiveness

Marshall Ainsworth believed in private schools. He abhorred the American in-
fluence on international schools with silly notions of mass education and something
called "meeting the needs of each child" and "starting where he was." This abece-
darian understanding of quality and standards constituted no less than a lapse in
mental capacities in his judgment. He was so very delighted to find at his new
foreign post so many Americans with compatible views. He quickly and easily con-
cluded that American advocates of populism were confined to the middle and lower
classes. He had feared that reports he had heard,of the ASOS being quasi-public
were true and that the International School at his new post may admit "just any-
one." He was particularly concerned because it was the only English-speaking
school available and would thereby have pressure on it to reduce standards. How de-
lighted he was to learn that his third son, a bright lad, who was to start high s ool
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the next week would attend a school of high standards. Mrs. Ainsworth was partic_
ularly concerned with little Joey, coming so late in life she -believed firmly that
he should have the same advantages of a private education that their older children
had received and which had served them well. After all, two had even completed
master's degrees at prestigious universities.

Miss Geneva Stadt the admissions officer at the International School, completed.
the administration of .I.e battery of tests for admission. Fourteen students had op
plied for admission to the high school.

She was fortunate to have found a position so compatible with her situation.
Having taught chemistry in an Eastern private school fourteen years and being an
outspoken advocate for high standards, she was appalled when the school employed
a counselor and a school psychologist. From that lent, standards were abol
ished. They started "using" test results as a part of a -In ssions but eliminated cut
off scores. Miss Stadt was advised that the principal purpose of the testing program
was to guide pupils adequately and to predict their success in 'the school. Increas-
ingly, she received students in her class, bright though they were, who simply did
not reflect the discipline and conformity that she believed you could get with cut
off scores on ability and achievement tests. She knew she would leave when she
could: .

The position at the International-School was half-time teacher of chemistry and
half-time admissions officer. Just as important to Miss Stadt was the fact that the
school did riot have a counselor around to cause trouble the Stanford achieve-
ment and Otis intelligence tests worked as well as anything would to assure that
only the right children were accepted. There, was enough otiositic behavior in the
public schools without encouraging indolente in the few good private schools left
(before she left the East, a decade ago, a parent who taught at the lOcal university
had the audacity to suggest that she change to the chemical bond curriculuM). She
enjoyed her role and took quiet but sometimes puzzled satisfaction in the appease
ment it provided for her own needs.

With the quixotic eft-icier-14y for which she was known and through which she
upheld the standards of education, she prepared a standardized notice of rejection
for admission and posted it to Mr. Marshall Ainsworth.

Joey's grade placement averaged 10.7 and the International School required a
minimum of 11.0 to enter the tenth grade. As she frequently told the parents, the
school, as a minimum, was a "cut above the average."

Premises 9 .

The following premises relate to the School Organization and Administrative
category of the Research Matrix.

Premise. The Administrative Structure of the ASOS is very com-
plex and extensive as a natural consequence of its nature
and the unique demands made on it.

Fur examples. (1) recruiting and employing personnel from great distances is
difficult and expensive, (2). school responsibilities for legal entry into the country
by personnel in which the ASOS is located are increasingly complex and restrictive,
but at best require substantial management time, (3) relations pblic and statu
tory with host country government are demanding of time and energy, (4) treat
ing and maintaining adequate understanding about the ASOS with its clientele is
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extraordinarily demanding of time because of high turnover, lack of comparable
experience, and the ASOS's normal state of condition, (5) binational and bilingual

;, programs require a high level of coordination, (6) the exigent nature of financing
the ASOS requires involvement in fund raising activities, and (7) provisions for
ma,intaining and improving the school through in-service education for ,faculty and
staff are complex and expensive because of relative isolation from sources of assist-
ance.

Premise: The administrative mode in the ASOS varies significantly
as a function of the background and beliefs of the super-
intendent and the board, and combined with the dynamic
nature of the ASOS and high turnover rates, results in styles
and patterns of administration which. vary substantially ac-
cording to people rather than precepts of administrativ

'roles related to positions.

For examples: (1) The administrative mode in the ASOS tends to be informal
under conditions in which all members of the administrative group function as a
team; functioning as a team 'tends to depend on leadership and understanding of
primary responsibilities, (2) administrative mode tends- to become more formal as
position requirements become more rigid and respOnsibilities more detailed and de-
limited, and (3) the more insecure the superintendent, the. more he-tends to com-
partmentalize leadership functions and the more status quo oriented the school
program becomes.

"Premise: Employee benefits and 'concomitant personnel policies ap-
propriate and fair to personnel with widely ranging training
and value to the ASOS, and the need to relocate some per-
sonnel, are persistent but critical challenges to the ASOS
school board's.

For examples. (1) Many schools are budgeted on the basis of different policies
and salary schedules for locally employed personnel irrespective of training, ex-
perience or merit and any change would require drastic changes in the school's
budget such as increases in tuition or lowering of so existing salaries, (2) the cost
for a teacher to relocate from the U.S. to another co try is a real cost including
disposing in the U.S. of good gher cost for housing nd transportation at the
new site, et cetera, and i.ecru in of U.S. personnel woul be seriously constrained
without some subsidy, (3) a cher with training, exile 'ence and performance
equal to that of another should not be paid more or less f T performing the same
job, and (4) employee benefits should include equitable salary benefits for equal
work and performance, relocation allowances as appropriate and cost of living
differentials where they exist (including school tuition costs), many models includ-
ing those for U.S. government employees are available.

Conspectus of Research

This category includes studies concerning three major aspects of school organ-
ization and administration. administrative structure, functions and provision for
supportive services.

Seaquist (1968) developed a planning base for the binational schools in Colombia
and Haiti. The study presented. (1) the history of the ASOS in the Latin American
environment!' (2) a quantitative and factual .comparison of the schools in the
Colombian American Binational School Association including data on governance,
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polity, administration. Program, personnel and pupils, (3) a description of the de-
velopment of the relationship between the schools and a university, and (4) an

assessmenrof the schools in light of the principles and standards of the Southern
Association of Colleges and Schools (SACS),The study also included A projection
of personnel needs for the subsequent five year period. Seaquist made the following
recommendations and assessment of needs. (1) There is a need for better planning
based on more carefully derived information, (2) school philosophy and objectives
peed to be re-examined, (3) there is the need to broaden and enrich the present
curricula, (4) new financing sources need to be sought, (5) personnel policies need
to be modernizes), and (6) the schools need to cooperate among themselves more
effectively.

Mannino (1971) also presented a personnel data base for the ASOS throughout
the world and developed a comprehensive strategy iur personnel improvement.

Tudor (1972)' developed a process model for differentited staffing In the ASOS
in M *co City, Mexico. Recognizing the problems ot recruiting well-qualified
teachers, he reported that the concept of differentiated staffing was highly appro-
p iate fo the ASOS. Thp,study provided a plan for effectively utilizing teacher

pete cies in a context where teacher supply is limited, salaries are low and
ective _teachers are hard to find. The plan also provided.for more individualiza-

tion ot instruction by extending the teacher's skills through the use of a teaching
team. The composition of t4e teaching team included: (1) professional certified
teachers, (2) student teachersrinterns, (3) clerical personnel and (4) non-professional-
teacher aides. The model included the career ladder aspect of differentiated staffing
which provides the vehicle for on-the-job training of National teachers.

A minor aspect of Fraser's study (1971) provided information concerning assign-
ment of personnel in the language programs of eight ASOS in Latin America. The
percentage of English, Spanish and other language teachers who were teaching in
their area of major preparation ranged from a low of 28 percent to a high of 78
percent, with an average of 62 percent. ti

Domidion (1964) examined the role of the adminiltrator in American overseas
schools. The study surveyed the general chaiactelistics, practices and problems of
the ASOS and revealed the need for a handbook for new administrators in overseas
schools. A major portion of the study consists of a guide for overseas school ad-
ministrators. The guide includes descriptions of staff and pupil personnel character-
istics and possible problem areas, school programs, provision of instructional leader-
ship, suggestions for developing and improving lchool-community relations, and
information on office, business and plant management. The guide also contained a
annotated bibliography of additional materials and sources of assistance to the new
administrator.

In Bjork's stiady (1965), selected data in intercultural education,. as related4o-
cross-cultural understandings were synthesized and multivariant cultu al nd.
educational factors were conceptualized to generate some theoretical m els. he

study included a philosophical, historical and geographical framework of Iture in
Latin America to provide a context in which cross-cultural factors in education
could be analyzed. Elements of Latin American culture were compared and con-
trasted in a cross-cultural analysis with Anglo-American Culture within the context
ot a case study of a binational school in Latin America. Results of the analysis were
used to develop some theoretical models relating educational administration and
intercultural education. The models illustrated the following relationships.
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, 1)between cultural dynanism and intercultural contacts

21 between acculturation and interculfaral integration; assimila-
' and cultural isolation ' r

3) between acceptance of institutional objectives and the cultural
identification of objectives

4) between aecUlturative innovations and cultural dissatisfactions

5) between acculturation of governmerit and education agencies
and institutional acculturation programs

6) between' institutional abilities tO gradate cultural sliock and
clientele, acceptance- of the institution-as a multicultural in-
stitu tion.

The purpOse Of-the models was to assist in understanding the multi cultural eduta-
tional context that is growing in the United States and to help illuminate some of
the problems caused by increasing cultural diversities withirtschool organizations
and prdgramcdesigned for homogeneous school clientele.°

W,erstler (1965) conducted a study related to this matrix category and it pro-
vides useful information. The study provided an analysis of current schqot building
practices in -relation to education program ih six European countries. Germany,
Austria, 'Switzerland, France, Belgium and the Netherlands:

.

VIGNETTE

Profesidrfred Hauer: Consolidation Revisited

Professor Hauer was one of the few peciple who had maintained contact with the
American Sponsored Overseas School for almost a generation,He believed very
sir:Ivry that these schools held great meaning for afiat education for children should
be: many races,.nationality groups, ethnic groups, cultural backgrounds, first Ian-
g_uages, accents; etcetera, all attending school and learning -without any, conflict
because .of these diffprences.:There had to be meaning which in.many cases con-
tinued to be elusive. Hauer,knew, that many oppdrtunities were being lost because
the American Sponsored Overseas'School increasingly was loosing the.critical mass
Of pupils reedectto Operate a bilingual program as a result of proliferation and
splintering. He prepared himself to make a firesentation to a joint meeting of re-
Presentafives from the. Boards of three different school in an area whith could
probably supporkonly one school'. He started

SCHOOL PROGRAM

:

"As several observers have n9ted, the American Sponsored Overseas Schools tend
to proliferate and spliriter. The schools represented at ihis meeting, all located in a

contained area,_exempl4 the fragmentation of educational' opportunities for did-
-

dren whose needs and edticatiort aspirations
,

are pfobabll far:more simijail than they
are different. . ,: s .

Almost- without exception, the _goals which developed in the original American
schobl here were admirable, and perhaps in some cases, ideall;tic f6r their time;

The board of control of'that school, formally or informally, came to answer yes
-

to a few basic:questions: .

1.b-Can a school program be' developed and operated in which
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children of two, or more nationalities and first languages can
receive a binational, bilingual education?

2. Can such a program be organised with enough flexibility and
expertise to meet the diverse conditions of school families and
the children for whom it is designed? That is, can the school
indeed be responsive tq-iTsuch 'varieties of need as different
school calendars, preparifig children for both National and US.
Higher Education, accommodating monolingual children at
many levels in a primarily bilingual program structure, and so
forth?

With such bold aspirations matched with enthusiasm and usually true dedication
to their beliefs, the school originally developed in such a manner that these goats
were attained.

Even though it is somewhat speculative, I believe there are some identifiable
premises from which the founders ooerated, in many cases, more than a generation

ago. I hope this will provide some perspective about the decisions which confront

you:

1. The peoples of the .world are linked and interdependent, and
sooner or later must better understand each other, have greater -
mutual respect, and be able to communicate better; and an
education which does not have these results which include

attitudes as well as skills and knowledge is not an education
which will prepare children for the world of which they are
and will be a part.--

2. That certain countries offered a uni4ue opportunity to develop
such a program: (1) U.S. 4nd third country nationals were
present in* some number as a result of intergovernmental rela-
tions, business, industry and other types of de4lopment and
exchange of peoples of different nationalities, (2) an interest
by many citizens in the host country in an education for their
children which would result in a proficiency in the English
language, and (3) a posture of tolefance by national govern.
ments for private education of great diversity.

3. That the attainment of such an education could be developed
only through the concerted effort and involvement of inter-
ested and dedicated host country nationals and U.S. citizens.

4. That, though private, the schools w Id operate as quasi-public
in many ways: (1) they would be re ponsive to a cross section*
of children and develop programs f excellence for each child,
(2-- they would iecognize that sue a program would require
that the policies of the school viei kl require marocompro-
mises from both the nationah an the U.S. -systems and
structures for education.

*Perhaps the greatot cont,ribution of the U.S. _to education has been its Ability to demon-
strate mass education that provided for the needs of all children. Historically, education 'had
selected only the brightest children for education rho-sic the primary level and the success of
such a, highly selective group was ppactically assured r,Aardless of the Mature and quality of
programs and instruction. It Is a fact that most very br'ght children will learn in spite of the
schooling they receive whereas it is equally true that most average children will not !cam nearly

49.r
`t) tii



:

as much as they are capable of learning unleis 'qualityPrograins and qualified teacher's, are
available to them. Contrary to jiersistent myths, most very bright children in the US. are in
public schools; most private schools are not selective add admission (or rejection) policies
correlate more significantly with ,ecnnomic status thah with intelligence and achievement. This
bold notion of mass educItion and its, successful demonstration hac) a common appeal to
peoples throughout the world who subscribed tci the democraticfirocess but who knew thatdemocracy is necessarily dependent on an educated populace.

5; They received sustenance and courage from their -belief that ,
for many chitdren such an-edycatio'n'was superior to one that
was either a "transPlanted U.S. scho?l" or a national school
with .an -excellent program for teaching children. English as a
second.language.

These prerhises were perhaps visionary for their Lime. Approximately 15 years
ago a study by Young elicited from the major binational schools jn Latin America
statements of their objectives': They were: "

make Classmatesand close friends ou't of future International leaders. ,

serve as an important agency for loCal community activity ,and improvement.*
promote programs designed to facilitate the achievement oein,ternational ob
jectives'and serve as a laboratory for multi-cultural curriculum dev,elopment.
provide the United States with' a large corps of American youth who 'have
knowledge of the languages and cultures of the hohies abroad, and who thus,
represent a youth group with the potential for international servide and
leadership:,

provide the U.S. culture.. with teachers who have had peacetime overseas,-
teaching experience and multi-cultural ofientatiori
serve as an ideal overseas assignment center for teathert, in'itmerican school
systems who would benefit from-inter-national experience and who would
greatly enrich their schools upon their return. -
serve as a training ground for studen,i'teachers of Arrierican colleges and uni
versities to provide multi- cultural experiences,forgdospective teachers...

In any case, the histoil; and cketiefopment of These schools resulted in a few guid-
ing principles or criteria which were believed by many to be necessary if the schools
were to retain their mission in pyVviding a unique educational opportunity:

1. The board of cortrco should lie composed of both National
and U.S. citizens.-

2. The school program shcad include intetive study in,the cut- =
ture and language of both the post Country arid are U.S. and
the children should be able to transfer- to U:S. schools or host
country and continue 'higher education in-either country; or,'
ideally, in both.

3. Administrative, leadership, and teaching personnel should be
qualified superior:to tpeir counter-parts in both countries be-u
cause of the complexity of providing a binational," bicultural
and bilingual education; furthermore that the program required
a faculty with preparation somewhat balanced by the nature of
the program.
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4. That the school pupil, poPulation should not come to represent
only the high socio-economic status bf parents; and since the
cost of such an educatirp Would be higherthan average, that
anarnple number of tuition scholar'stkips would be availableso
that children would not be automatically excluded because

, of their parents' ecornic condition.

, Some scir 1 most froriNheir inception; and others, at some stage_ in their
development,. began to change to schools that did not reflect the idealism and self
ressness which the founders.of the binational school concept harenvNaged:

.

1-, Some became (or reverted shortly) trancplanted U.S. schools,,little influenced
by theculture in which they operated as a xesu It of: -

a. Host country governments denying national children the right_ to attend
the-schools,

b. Boards-of controrwhich rejected the validity of a binational 'school,
t

c. Boards of' Control whith rejected the criteria; and, often by default, the
school lOst-its fog hOst.Coun'try children, and ,.

d... Entrepreneurs, who gained coritrol'of the sato:161s for-111'1e purpose of mak-

. inga profit, in these few ca'se's, tne owner(s) usually play on the'fears.and/
or cultUral shock of U.S...citizeris by convincing them that their children,
-need the stability which results- from a sehool experience "just like they
had at home", i.e., a little transplanted 1.1,.S.sChoof. .

' .

' .. ,...

2. Same became, for all pr tilal it urposes, a national school With "an excellent
program for teaching Er glhsh as.a second language (and sometimes not the
latter) because: , , 1. ..

;..

a. the 1930's and 1940's and in some cases clUring the 1950's, pareftts with
. college-bound childrertixptcted them to attend U.S. colleges and universi-

ties; later, however, there was greater demand for entrance to National
Universities. This was natural and desirable, but many Boardssi:af Control
J ri developing a bachilleratb program, inadvertently or`detrberately weak:
ened the "high school" program to the paint that longer respon-

sive to the needs of high schoql age U.S. childen. ="
s's .-1 .

.
b. Many schools had a relatively stable host country pupil population (i.e.

such children entered at the;rtursery or-kindergarten ot,first grade levels)
and a rather transient. U.S.$upil iiipkulation who entered:the school at all
levels; the. net resilliwas that host country national Children became bi-
lingual; as a group, rritich sooner. than'did V.S. children, a'S a.group. Fur-'
thermore, hokt country children were regularly exposed to Their 'mother
tongue in their-homes, churches, and communities. With bilinguahity being _
an objective.for all children,, most schuots developed pro rams which were
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bilingual but which piovided for the transition of aChild from' the U.S.
'until he had learned enough of the second language to succeed to a bi-
lingual program. This plan was a compromise for host country nationals.
Later because of economic needs (i.e. more enrollment) or egalitarianism
Without program planning, non-English speaking children were admitted at
all levels of a school without the provision, of "sp'e'cial English" programs
to parallel the "special Spanish*" programs which had been providedlor
U.S. children. Thus, a common result was a greater proportionate use of
Spanish al the dominant language of instruction; hence many U.S. children,.
who didn't speak Spanish, no longer had an acceptable option left, and the
school became more and more national rather than binational. Further-
more, the English language proficiency of national children dropped not-
only because of-the formal program but also because-fewer informal learn-
ing,experiences were available to which native English speaking children
contributed.

c. Many Boards of Control employed a Superintendent who was'unqualified
or underqualificd or incompetent to lead and direct the school; or in many
cases, the Board'itspif, through standing committees; sought to administer
the school. In either case, or through a combination of both, schools found
that they had not had adequate leadership and planning and were per-
sistently and compellingly involved in "crisis administration" rather than
policy development, appraisal, and planning for the short-term and long-
term needs of the schools. The crises are well known to many board
members:

1. Siniplistic budget planning and/or lack of policy which established an
adequate system of control of funds expenditures often resulted in a
financial crisis. .

2.-A 'financial crisis often resulted in a lowcring of standards,, usually by
employing mitre "economical teachers" (undertrained but available)
which in turn usually resulted in a dip in enrollment which intensified
the financial crisis'rather than solving it.

3. -Incorrectly comparing the cost of providing a binational education to
other types of educationr whith are less expensive; hence freezing or fix-
ing income which restricts a school form employing U.S. teachers.

4'. In the name Of equality, ignoring the cost of relocation Which personnel
incur when'empfoyment-requires that one household be abandoned and
another established;hence tending to employ most everyone locally.

5. Not having systematic Means for recruiting, selecting and inducting
qualified 'aclministrators and teachers usually limits a school's ability to
maintain a qualified' faculty that is adequately balanced to provide a
binational edqation.

d. Some became "'dual schools," that is they housed a U.S.-Type Program
. and' a. Host Country Program on the same campus, each with little or no

relation to the other:

1. Separate directors were employed,

2sS4epiarate tuition schedules were developed.

or any host country iariguage
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In my opiniorr, the need for binational, multicultural, and bilingual education is

greater and more compelling today than it was a decade or a generation ago.

The first and foremost question which should Ile addressed by the three schoolsihere is: To what extent sho d the schools establish linkage In order to be more re-

sponsive to the needs of Na tonal and U.S. children who desire (and/or need) a
binational, bilingual education? Future planning and decisions by each school or a

consolidation thereof, are by necessity a function of the answer(s).

Even though subject to some inaccuracies, several clusters or groups of student

needs and characteristics can be identified in this area. They are as follows:

1. Children for whom a binational, bilingual program is immediately appreciated.

Thesedually include: (1) National and other Spanish-speaking third country
nationals who have entered a bilingual school at a pre: school grade level, or
(2) long-term U.S. resident children who have been reared in a bilingual
setting. ..

2. Children for whom a bilingual program is appropriate only after a transitional
period of intensive study, in a second language is provided, i.e.: (1) non-
Engysh speaking children who enter at a post-first grade level, and (2) non-
Spanish speaking children who enter at a postfirst grade level.

I. Children for whom a bilingual education is inappropriate, e.g.: (1) a non;
Spanish speaking high school senior, or (2) a non-English speaking last year
bachillerato student. .. ,

4. In some cases, "third culture" childien (children who may have been exposed

to any number of cultures other than their own), for example: (1) a National
child born in the U.S. who lived and attended school in the U.S. through the
eighth grade, or (2) a U.S. child who has never attended a U.S. school and is

in the seventh grade.

5. Children who are short-term residents and for whOm the school calendar is in-

consistent with that of their previous school.

These five examples highlight the major clusters of children in this area who

constitute the major demand for education of the type provided by the schools
included in the study. The examples do not constitute a classification system, but
do identify clusters which individually, or by a number of possible combinations,

permit future analysis of the programmatic relationship of student characteristics

to curriculum.

There are several altern.Stives which each school may follow, or possibly, co-

operate:

1. Each school may seek to better serve the needs of one or more groups than

any other school, and compete for students.

2. The schools may establish an interschool advisory board and each concen-

trate on what itican best,,do.

3. The schools may be consolidated and operate as a system responsive to the

diversity of needs.

4. One school.could seek to serve the diversity of needs and if successful, could
probably attract the major enrollment.

5. Each school could continue on its present course and seek to do a better job

than it is presently doing.
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In my opinion, there are compelling reasons programmatic and financial
which support the establishment of some type of unified system in this area to pro-
vide for the diverse needs of the present and potential pupil population which
constitutes the demand for binational, bilingual and U.S. type education. It is
equally true, in my opinion, that no one school in the area is presently responsive to
the diversity of needs which exist. This statement is not to adjudge any school as
"good" or "bad"; indeed each school may be providing programs which it believes
to be responsive to the pupils it serve's and may elect to confine its programs to the
group(s) presently served.

Whatever your decision, it will have great impact on the future quality of bi-
national and bilingual education in this area."

VIGNET,tE

Dr. Will.Wright: Capturing the Rationale

Dr. Wright dedicated a great part of his life to fostering better understanding
among peoples of the world. He had lived through the periods when this was re-'
ferred to as increasing mutual respect, international relations, and most recently
international education. Much of his work was with the American Sponsored Over-
seas Schools. He was asked frequently why these schools were important and why
should their personnel be involved. He prepared a presentation for a conference in
the Near East where personnel from the ASOS in 35 countries would be present. He
walked to the podium ...

"Personnel in American Sponsored Overseas Schools frequently ask about their
larger role in international relations in general and about the international dimen-
sion of teacher education specifically. Personnel in U.S. schools and universities
regularly are requested to provide a rationale for international involvement. Every-
one should have a reasonable understanding of why they are involved and what
they hope to accomplish. Hopefully, this paper will contribute to a better under-
standing of why so many people are involved in the international dimension of
teacher education.

In order to discuss this topic with some semblance of organization and delimita-
tiOn and yet not forfeit the, opportunity to include some remarks I believe to be
critical, I thave attempted to treat three basic questions. The first two questions are
treated in a cursory manner to provide a modicum of perspective. The last one is
treated more systematically.

The questions treated are:

1. Why should teacher education have an international dimension?

2. How ao teachers get an international dimension? .

3. And, finally why have we had so many notable failures in our
efforts in international education and what can we do about it?

Why Should Teacher Education have an International Dimension?

We in America and indeed people throughout the world place an awesome re-
sponsibility on schools. This reflects not only a pinpointing of responsibility but
almost a naive faith in the capability of education to provide learning experiences
and opportunities which indeed will be responsive to any problem at any point in
time.

There are countless examples ill the literature which demonstrate that the attain-
4 54
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ment of societal goals necessarily directs the means for their attainment to converge
on the schools. George Counts, in attempting to reduce the complexity of state-
ments concerning goals of free people throughout the world stated them simply as

combining to form two transcending goals. survival of liberty and survival of civili-'
zation. From this more general level to a more specific charge, President Johnson
stated that the conduct of our foreign policy will advance no faster than the cur-
riculum of our classrooms." Both Harold Taylor and Stephen K. BAey point out
the complexities and responsibilities of the age in which we live and conclude that
we must educate people for world responsibility. A goal is also stated implicitly in
the hearings on the International Education, Act: "an educational system must
today produce citizens who are equipped with the knowledge, sensitivities, and
competencies for functioning intelligently in he vital and extensive areas where di-
verse cultures meet and must accommodate w thout the biases and misinformation
which generate fruitless tensions and devas ing conflicts." To oversimplify this
very complex problem, we could state that t e major educational problem in the

world today is to create a society of people who are tolerant and understanding of

peoples of different color, culture, faith, linguistic background and political ide-

ology and thereby produce popular characteristics which make feasible that govern-
as Commager suggests, "resort to the council of reason to solve national and

international difficulties." ..,

It is obvious that if we are to arrive at this level of civilization, that teacher
education most have an international dimension. Charles Frankel removed our
option of having or not having an international dimension in -teacher education
when he pointed out "there was a time when Americans had a choice; to educate
for world responsibility or not to do so. This freedom of choice is no longer theirs.

Whatever they o they make a decision that has international impact schools
educate or mis ucate for world responsibility but they cannot avoid doing one or
the other."

In addition to pragmatic reasons for teacher education being infused with an in-
ternational dimension, we also expect any one culture to be enriched through a
con tinuing process of new ideas, new, values and new approaches which provide
alternatives. Furthermore, man's identity with mankind will never permit him to
attain personal fulfillment in a free society unl4tesshe fulfills his moral commitment

to upgrade the quality 4 life for all peoples. Leestma asserts that ethnocentric

education is obsolete but admits that essentially it continueslo be so.

The goals implicit in these statements can be attained only through the knowl-
edge, wisdom, attitude and understanding that indeed support them. This is the
fabric of education. Unless teachers are prepared and helped to foster them through
curriculum and their own behavior, their attainment is unlikely; failure to under-
stand man's interdependence may be his last modern mistake.

How Do Teachers Get an International Dimension?

The most popular statement that can be made about what is beirig done in

teacher education to assure that teachers get an international dimension would be

to state that the profession is training teachers who are behavioral models of inter-
nationalism and interculturalism through utilization of a methodology of behavioral

consequences and cognitive-arfective dissonance, employed consistently in the con-

text of intercultural attitudes and behaviors. Professionally,. and specifically for
teacher education programs, the above statement reflects an aspiration which has

55.

6 (..,



validity and virtue but not one which is operational to any extent. It may weal re-
flect where we are going; however, it does not reflect how we arrived where we are.
Most of our present efforts in international education that relate to educating
people are based on a very broad and expanded definition of the,basic sociological
concept of a cross cultural experience. This concept is simply that anyone, by
understanding a culture substantially different from his own, will gain not only an
understanding of that culture but also a better understanding of his own. It has
formed the rationale for everything from penpals to overseas technical assistance.
Colleges and universities teach area studies, international studies, languages, and
many, many other courses with an international or Intercultural flavor or dimen-
sion Additionally, and again based on this sociological concept of cross cultural
experience;-vlanned and, unplanned activities designed to provide direct interna-
tional or cross cultural experience are provided. These include short term and long
term study, technical assistance, and indeed, programs such as many American
Sponsored Overseas Schools (ASOS) maintain in School-to-School, University-to-
School, and Inter Regional Center relationships. All of these hopefully combine to
provide teachers with an international dimension, which as defined not only as
possessing information but also as the wisdom to recognize internationalism as a
frame of mind, an attitude, a concept of oneself as a member of an international
community it means behaving interdependently rather than independently.

Why Have We Had So Many Notable Failures In Our Efforts
in International Education and What Can We Do About It?

There is no simple answer which will provide us with a key to why we have had
so many notable ?allures in attempts to foster international education. We cannot
but be influenced by many of these notable f however. Commager's ob-
servation referring to our approach to the problems of our relations to the rest of
mankind is vital when he stated "never in history, it can be confidently asserted,
have so many been exposed to so much, with results so meager " We cannot but be
influenced by the failure of the International Education Act, by the rise of provin-
cialism and by opposition to many major efforts to extend existing structures and
programs to include the international dimension, and by the general lack of support

financially, morally, and programmatically for international education. I some-
times suspect that the increasing incidence of cases of lack of confidence in society's
institutions is directly related to a condition which has evolved in which our
tolerance for gross incompetency has no workable boundary and our penchant for
cdmpatibility reduces our most potent organizations to low risk, single purpose
entities. These conditions often combine with the net result being that all new
thrusts are constrained by the lowest common denominator of compromise and
security. I deeply fear that we have lost much of our historical greatness to in-
stitutionalize change and have forced it to operate outside of the system..

More pragmatically, however, perhaps we have not learned one of the lessons we
teach in cross-cultural education. We seem to be relying on facts as a means to in-
fluence behavior contrary to the compelling evidence of John Useem and others
that factual knowledge is the least significant dimension of understanding across
cultures; yet we continue in our approch by subsuming behavioral changes from
simply providing people with more information and with a better quality of infor-
mation. I suggest to you that there 'silo dearth of information about the need for
the international dimension in teacher education ur how to meet that need, but
indeed there is a problem of strategy in most of the approaches we have followed.
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ivalidity and virtue but not one which is operational to any extent. It may well re-
flect where we are going; however, it does not reflect how we arrived where we are.
Most of our present efforts in international education that relate to educating
people are based on a very broad and expanded definition of the,basic sociological
concept of a cross cultural experience. This concept is simply that anyone, by
understanding a culture substantially different from his own, will gain not only an
understanding of that culture but also a better understanding of his own_ It has
formed the rationale for everything from penpals to overseas technical assistance.
Colleges and universities teach area studies,, international studies, languages, and
many, malty other courses with an international or intercultural flavor or dimen-
sion. Additionally, and again based on this sociological concept of cross cultural
experience, planned and unplanned activities designed to provide direct interna-
tional or cross cultural experience are provided. These include short term and long
term study, technical assistance, and indeed programs such as many American
Sponsored Overseas Schools (ASOS) maintain in School-to-School, University-to-
School, and Inter-Regional Center relationships. All of these hopefully combine to
provide teachers ,with an international dimension, which is defined not only as
pOssessint information but also as the wisdom to recognize internationalism as a
frame of mind, an attitude, a concept of oneself as a member of an international
community it means behaving interdependently rather than independently.

:.i.

Why Have We Had So Many Notable Failures In Our Efforts
In International Education and What Can We Do AboUt It?

There is no simple answer which will provide us with a key to why we have had
so many notable failures in attempts to foster international education. We cannot
but be influenced by many of these notable failuies, however. Commager's ob-
servation referring to our approach to the problems of our relations to the rest of
mankind is vital when he, stated "never in history, it can be confidently asserted,
have so many been exposed to so much., with results so meager." We cannot but be
influenced by the failure of the International Education Act, by the rise of provin-
cialism and by opposition to many ,major efforts to extend existing structures and
programs to include the international dimension, and by the general lack of support

financially, morally, and programmatically for international_ education. I some-
times suspect that the increasing incidence of cases of lack of confidence in society's
institutions is directly related to a condition which has evolved in which our
tolerance for gross incompetency has no workable boundary and our penchant for
compatibility reduces our most potent organizations to low risk, single purpose
entities. These conditions often combine with the net result being that all new
thrusts are constrained by the lowest common denominator of, compromise and
security. I deeply fear that we have lost much of our historical greatness to in-
stitu tio0ize change and have forced it to operate outside of the system..

More^pragmatically, however, perhaps we have not learned one of tke lessons we
teach in cross-cultural education. We seem to be relying on facts as a means to in-
fluence behavior contrary to the compelling evidence of John Useem and others
that factual knowledge is the least significant dimension of understanding across
cultures; yet we continue in our approach by subsuming behavioral changes from
simply providing people with more information and with a better quality of infor-
mation. I suggest to you that there is no dearth of information about the need for
the international dimension in teacher education or how to meet that need, but
indeed there is a problem of strategy in most of the approaches we have followed.
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I would suggest further to you that our failures are directly related to the
following reasons:

1. The research base for the international dimension of teacher education is
imprecise and underdeveloped and few institutions are engaged in improving
this base.

2. We are incorrectly and dangerously assuming that there is a direct correlation
between levels of understanding and intelligence (as now measured). We are
relying on people to make judgments and decisions based on transcending
principles and expecting, because of demonstrated intelligence, that they will
do so. In my opinion, there is overwhelming evidence that many intelligent
people are still predisposed to maintain he status quo in spite of the fact that
such boundaries may well result in disaster.'

3. Many of our professional organizations in education make decisions on the
basis of internal political expediency and have so emulated the behavior of
the Political structure that indeed many of our organizations with the greatest
potential continue to operate at the lowest common denominator of compro-
mise. .

4. Many activities which are proposed and implemented with a design to atten-
uate bias and prejudice indeed simply reinfbrce existing biases and prejudice.

S. We-have lost too much of our boldness and brashness. 3

6. We have over-emphasized creating specialists at the expense of extending
most disciplines to include the international dimension.

These statements of failure are oversimOlified but I do believe give us a different
premise from which we can begin to consider the basic question of "What do we do
about it?"

1 .

Obviously, tile first point that should be made is that developMent in. inter-
national education will continue to prqceed on a broken front. We must continue
the good practices we now have, learn how to make them better, and increase the
number of people influenced by theln. Secondly, I believe those of us who are
committed to what I like to believe are some transcending principles must make a
greater commitment and a more intense commitment and not be discouraged by the
lack of general acceptance of what.we believe to be of the utmost and urgent im-
portance.

In addition to proceeding on this broken front, the single most important new
direction we should consider is to reduce the popularly believed incompatibility of
international education with the foreign and domestic policies of the United States.
Many people continue to niisinterpret and therefore are not willing to support at
the program or a political level improved international education activities:We need
to du a great deal of work to deinonstrate the compatiClity of two positions which
I believe can be stated. (1) The United States has a leadership role in the world in
creating in peoples a sense of world responsibility which will result ultimately in a
world in which the benefits of civilization can be made available to all without
violent confrontation, and (2) The United States in a-leadership role in the world
recognizes that it must remain strong economically and militarily while it pursues
its international objectives, otherwise there is no lung range hope for the general
exercise of world responsibility in a peaceful and free world. These two positions
are indeed L.ompatible..but most people appear to believe that the first position is
the only concern of international education leaders. Support for international edu
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cation will not be forthcoming until it is politically acceptablg to support it.
The second most important direction is for leadership personnel to be provided

with a better understanding of the interrelationship between international educa-
tion and the resolution of local, state, regional and national problems. The potential
of creating in peoples a sense of world responsibility is a long range goal; neverthe
less, it requires and its vitalness compels, each individual, each school, each univer
sity and each government to look beyond itself and its own problems to its larger
responsibility. This is no easy task, because in spite of our best efforts in education,
selfishness for what is closest toN, individual or a group continues to constrain
many decisidn-makers. Until many more leaders do understand and support tran-
scending goals, we will continue with ethnocentric behavior. Kissinger supports this
point in his statement ". . .America has never been true to itself unless it meant
something beyond itself. As we work for a world at peace with justice, compassion
and humanity, we know that America, in fulfilling man's deepest aspirations, ful-
fills what is best within it."

Premises

The following premises are related to the category School._ Program which ap-
pears in the Research Matrix..

Premise: Substantial literature concerning the ASOS treats the school
progr m indirectly; however there is a dearth7of literature
relat to the effect of school program on learning in the
cogn we and affective domains.

For exampl s: (1) Personnel studies treat recruitment, selection and induct: of
personnel i erms of qualities believed to be compatible with ASOS program Ads;
however follow-up studies of performance have not been undertaken systematically,
(2) achievement and adjustment studies of pupils in the ASOS generally do not
target on their relationship to school program but on indices in which the independ-
ent variables are first language, income or occupatipn of parents, success in colleges,
beliefs or knowledge about culture(s), nationality, fluency, peer relationships and
aspirations, and (3) the major study with implications for school program (Fraser,
1970) targeted on measurement of bilingual achievement of students with test
'scores, time in program and grades in both languages utilized as variables to deter-
mine whether significant separation could be obtained with discriminant analysis
between major types of program organization; the research, however, provides
models for program organization to create bilingualism according to the proportion
of pupils who speak one language as opposed to another:

Premise: The major consideration for an ASOS concerning school
program is the correlation between the school program and
the school's purpose, objectives, admission policies, and the
feasibility of program accommodations to diversities in
pupil needs which is usually a function of philosophy com-
bined with financial capability.

.

F examples: (1) if an ASOS has a required bilingual program and admits non-
Engli or non-native language speaking children at any level, it must provide ap-
pro fate learning opportunities during the transitional period, (2) if a school corn-
pet s with other private schools concerning tuition rates, it may limit its potential
to provide expanded program opportunities, and (3) school programs which are
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truly responsive to children frorri multinational and multilingual backgrounds are

.. expensive and furthermore may limit the size of the school clientele'', (4) school
programs in an ASOS designed as exclusive private school programs will conflict
constantly with the quasi-public mission of the ASOS to which many within the
general clientele who constitute the demand for enrollment in the ASOS subscribe.

Premise: An ASOS has a unique obligation to present itself for what
is in terms comprehensible to these who seek its services,
especially since a mobile, internationally involved popula-
tion tends to generalize about the ASOS believing that they
are more similar than, in fact, they are.

For examples: (1) A parent, especially if relatively inexperienced with educa-
tional opportunities available outside of his own country, will tend to assume that
all ASOS have the same basic program (which is not factual), (2) school programs
in schools designated as ASOS range from transplanted U.S.-Type public schools to
host country schools with English tadght as a second language, and variations in
school programs include. exclusive private school college preparatory orientation;
high cost and low cost operations, extensive school service provisions and extra-
curricular activities, bare and minimal academic programs with nothing else pro-
vided by the school.

Conspectus of Reitarch

Few studies have been conducted in the ASOS which examine the curriculum or
instruction in the schools. Most of those available have been conducted in Latin
America, probably representative of the greater similarity of the ASOS in Latin
America than in a world context.

Orr's 1964 study of the binational schools in Latin America questioned adminis-
trators concerning the curriculum offered and its relationship to the stated ob
lectives of each ASOS. A case study approach was used to examine the programs
and operations of six ASOS in Mexico. Curricular problems reported to be common
to all schools but little relationship was found between the instructional programs
and the stated objectives. '

Beans (1968) in a study of the ASOS in Sao Paulo, Brazil, examined the current
operation and program of the school in addition to tracing its history. The pro-
gram's effectiveness in developing international understanding was assessed, and
Beans concluded that more involvement in local culture was needed as well as other

curricular improvements.

Ronsheirn (1967) in a study of two international schools in Western Europe in-
cluded an in-depth examination and description of the two schools' instruction and
'programs. The program of the European School, Luxembourg, met the major
criteria of a 'true' international school by promoting international understanding,
having bilingual and multilingual instruction, having an international curricula, and
preparing students for university entrance in more than one country. He reported

. that the International School in Geneva did not meet all of these criteria.

Sokol (1972) in a study which compared five ASOS secondary schools in
Colombia with ten private Colombian secondary schools included instructional
methodology as one aspect compared. School Administrators supplied the data and
information on instructional methods used. Sokol's analysis indicated negligible
differences between the two groups of schools.
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One aspect of Fraser's 1970 study involved a detailed description of the language
program of eight ASOS in, Latin America to identify the program elements which
created the major organizational differences among the schools. These,elements
included' (1) type of diploma program Offered, (2) admission policy,;tinstruc-
tional use of each language, (4) time scheduled for language instructi (5) pro-
vision for monolinguals, and (6) type of grouping for instruction.. Tregment of
each of these elements in each program is described as well as the level at which
reading instruction is 'begun in each language, the methods of evaluation and the
texts and materials used. Five models were developed which depicted the organ-
izational elements of the major bilingual program patterns identified. Each model
was representative of an average school day and showed the major variables, time
and instructional use, in the proportional dimensions of the model. The balance of
bilingual outcome which could be anticipated-for each organizational pattern, was

'also expressed statistically for each model.

Perrone (1963) investigated the, image of America as perceived by Mexican and
Argentine social studies textbooks. The study was based on the concept that educa-
tional media should assist in the development of international understanding by
presenting materials free from bias or any other elements which may foster prej-
udice. Examination of a number of texts revealed that they generally treated U,S.
history in unrelated segments or fragments; treatment was outdated and in no way
current, elien though all texts examined had been printed since 1956. In general,
life in the United States was not portrayed in a manner which would assist a real-
istic interpretation of present daii. conditions, the author concluded.

Several other studies could also be classified in this category, most notably
Young (1960), Beans (1968), Flora (1972), King (1968), and McGugan (1970).

Mannino (1971) reports the existence of curricular problems as a direct result of
the personnel difficulties of overseas schools. ASOS are ideal for experimentation
and innovation yet have remained so U.S. oriented as to seem insensitive to oppor-
tunities for innovation, particularly in intercultural education. Part of the reason
may be the result of the geographic isolation from new educational developments
in the United State . Mannino summarizes:

"The prevail' propensity among the schools seems to be: to
Isransplant and to a standard 'American' curriculum into
the overseas situation. The professional staff is supported in
this regard by U.S.-dominated lay boards of control."

He concludes that:

"The leadership a ersonnel problem within most schools
argues strongly again their ability to perform satisfactorily to a
worldwide standard at a time when appropriate and equal serv-
vices must be guaranteed each Ameri pup regardless of his
place of residence overseas."

Extensive research has been reported in areas re ating directly to school programs
conducted in multi-cultural school environment . The implications of this related
literature for the ASOS will vary significantly. :reatest interest of value to the
ASOS will be those studies dealing with second teaching and multiracial
questions.

Beecher conducted a study in 1968 which sought to determine-the patterns of
acceptance and rejection between'Puerto Rican and Negro students in New York
City. Three hypotheses-were tested.
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1. That social distance was related, to length of residence and
residential proximity. Part of this hypothesis was supported.
The Ohio Social Acceptance Scale was administered and length
of residence did correlate significantly with a .397, but resi-
dential proximity did not appear to have a relation.

2. That skin' color was related to socio-metric choices. This hypo-
, thesis was not supported.

3. That when either group was in the minority, acceptance scores s.

would be higher than when both were in the minority or in
the majority: The reverse of this hypothesis was supported.
Beecher concluded that "the social climate of the school en-
vironment rather than the variables measured was largely re-
sponsible for positive relationships between the two ethnic
minorities in the sample."

Parmee in a 1 966 study investigated the perceptions of personal and social
problems by students of different ethnic backgrounds. The study analyzed Prob-
lems reported by Mexican-American, Anglo-American and Negro students in terms
of their relationship to ethnic or adolescent influences. The author concluded that
the reported problems indicated participation in the large American adolescent
culture as well as the culture of the ethnic group, and in fact, more poblem areas
reflected general adolescent concerns than ethnic differences. The most apparent
ethnic differencis were found in problems related to personality and self-concept.
Negro and Mexican American students reported low self-concept in terms of physi-
cal appearance, personality assessment and estimation of ability. Mexican and Anglo
students expressed the desire for social improvement, Anglos more so than Mexican.
Negro students expressed the least number of problems, however the effects of
racial prejudice and social rejection were evident in their responses.

Plott in 1 967 analyzed the characteristics of Mexican-American and Anglo-
American students who were participants in co-curricular activities. The study
examined the_characteristics of school adjustment, school attendance, educational
development, academic grades, pupil attitudes and physical characteristics of boys
as factors of possible difference between participants and nun participants in co-
curricular activities. Findings were:

1. Both Mexican-American and Anglo participants had better scores on the
Iowa Test of Educational Development and had better academic grade aver-
ages than non-participants:

2. Anglos had better scores on educational develern,Pnt r= :sire, but the edu-
cationally advantaged did not do better on this measure than the educa-

. tionall y disadvantaged.

3. There was no difference in physical characteristics between participants and
non-participants. ,

4. All groups were remarkably homogeneous on attitude measures.

The author concluded that participants and nun-participants in co-curricular activ
sties do not differ significantly in school attendance, un attitude and adjustment

-;measures, or in physic -al characteristics.

Bilingual school, programs in the U.S. have increased in number during the past,
two decades. Many research findings have implications for the ASOS.
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Trevino (1968) compared, the differences in achievement in math basics and
reasoning in'a bilingual (Spanish-English) instructional program to a total English
program with the frillowing conclusions:

1. Both English and Spanish-speaking fi9t graders taught bilingually' scored
better on basics than students in the exclusively English prOgram but not
better on reasoning.

2. Both English and Spanish-speaking third grade 'rs taught bilingually scored
better on math reasoning but not on basics than did those in the exclusively
Etglish program.

In a group controlled for repeater's and transfers, there was no significant difference
in achievement between native English speakers and native Spanish speakers when
taught bilingually. The mean score of native English speakers was slightly higher but
the result was not at the level of significance needed, and so could have occurred by
chance. trevino also reported that native Spanish speakers were generally achieving
below, grade level at the end of the first year of the bilingual program, but their
achievement was above grade level by the end of the third year.

Davidson (1967) designed, developed and taught a special program for culturally
deprived Mexican-American first graders. The 147 day pilot program was installed
in a regular elementary school, teachers were provided weekly in-service in the con-
duct of the program and the normally used statdardized instruments for language
testing were administered for evaluation. However, sufficient control apparently
was not exercised in the selection of the experimental sample since the experimen-
tal group scored better on4he pre-test than did the control group toa level of .01
significance. The author concluded that there was inequal readiness between the

° two groups and the significantly higher reading and total achievement of the experi-
mental group, on the post-test could not be attributed tOthe program. r

Rupp (1967) developed a guide for teachers which consisted of materials to help
elementary administrators and teacher's to develop and organize programs for cul-
turally distinctive children; either racially, ethnically or linguistically distinctive.
The guide provided materials to help aid children in developing the concepts nec-
essary to satisfactory progress in school or school success. The content of the guide
was designed for children ages 3Y2 to 6 and consisted of: (1) I ntrodu<tiou; (2) Re-
source Guide with content planned in socialization, cognitive and psychomotor
skills and organized by basic learnings,'suggested activities and sources of additional
information and materials, (3) Supplementary Suggestions and information on pro-
gram organization; and (4) Reference Mdterials, bibliography and other instructional
rnaterials.-

.
Modiano- (1966) conducted a study which .compared bilingual, a nd all-SPanish

approaches to reading instruction in some Indian schools in Chiapas, Mexico. The fp
purpose of the study was to determine whether reading comprehension in the.
national language (Spanish) was achie'ved more effectively by members of liriguistii,
minorities when all reading instruction was offered in Spanish or when students
first became literate in their mother tongue. The hypothesis that reading compre-
hension is best achieved when all instruction is conducted in one linguage ryas not
substantiated by. the study. More students had,higher mean scores in Spanish read-

, ing comprehension who had first been instructed in their mother tongue. This was
one of several studies wiskh supports the linguistic principle that children must first
be. instructed in their mother tongue., The pilinival situation iri the study was
Spanisrlltnd:an Indian dialect in Mexico,
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Barclay (1969) reported the results of an experitnental language and concept
forrnatign training program with Mexiean:American Headstart children. Treatments
for the experimental groups incorporated Ausubel's structured cognitive concept
formation approach with linguistic training methods for non- native English speak,
ing children. The..study also attempted to'determine,if use of both English and

Sparish as the languages of instruction would result in greater language gain. Con-
trot group treatments involved use of music and art activities. Peabody Picture
Vocabulary was UsEd in pre- and-post-testing. Post-testing was also done with the
Illindis Test of Psycholinguistic Abilities, Vance Language Skills Test, and Templin-

.Darley Test of Articulation.lhe study hYPothesized that:*
*

1) 'A structured language training program based on psychological
and linguistic foundations will result in greater language de-

, velopment than will use of music and art activities for Mexican-
American. Headstart Children

2,) Bilingual presentation of the language training program will
result- in greater language develb`pmentia.English than use of

- either English or Spanish,alone.

o

The findings included. Hypothesis No. 1 was supported. A significant F ratio wale
not obtained on-any of the variablesWhich favored the treatment groups. Hypoth-
esis,No. 2 was only weakly 'supported. On one post-tdst the bilingual group scored
significantly Nigher than the English group; on another the bilingual group was
higher than the Spanish group. In both however)._ teacher 4 treatment interaction
effects tended lo weaken the main effect. The hypothesis was rejected in 18 out of
20 instances and only, weakly, supported irttwoinstances. The researcher concluded
that "even in a structured language and cognitive trfining program...disadvantaged
Bilingual and Spanish-Speaking children did not lea 6 more as measured by standard-
ized tests than theif-peers in music and art."

Baca'(1956) stirveyed.the status of- education,for bilingual children in Arizona,
California, Colora,do, New Mexico and Texas. Aspects surveyed included attend-

, ance, segregation of pupils, special courses of study Used, special texts and tests,
special services, and community attitudes toward the educatibn of Spanish-speaking
youth and adults. No findings were reported iri;the abstract.

Flores (1969) surveyed bilingual programs iii the U.S., reviewed the literature in
,- bilingual education from the philosophica , sociological, psychological and linguistic

viewpoi;its,teyiewed several ac hievementstudies and made suggestions for integrat-
ing materials, teacher education, radio and TV into bilingual programs. Educators
in bilingual education were consulted concerning criteria fcir bilingual ,programs,
and a questionnaire was devised to show operational models and strategies in the
administration of,bilingual programs. The study surveyed the,faCtors of adminis-
trative support, kind of community, type of school, objectives, time and treatment
orlanguages, placement procedures, articulation, teaching 4trategies, use of radii?
and TV, extra curricular activities, acculturation, staffing, teacher training, com-
munity involvernenOnaterials, library use, ev aluation procedures, administrative
comments and conclusions. Five programs were examined through the survey and
in on-site visits. The five prdeams were those in Miami, Florida, Bronx, New York,
Del Rio, Laredo and San Antonib, Texas, and represented Cuban, Puerto Rican and
Mexici-Amarican populations. Results were organized and reported wider theo
retical, considerations, successful results, inherent problems and future expectations.
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interesting conchisions included:

,- There are only 12 "real" bilingual programs in the U.S.
New York City and Chicago have one each.

/I The effeCtiveness of the, five studied is established.

3) Bilingual programs are the solution to problems of non-native
Errglish speaking children in the U.S. Community acceptance
is prevalent.

4)-Chief problems incfuried: availability of materials, evaluation
pr ocedures, teacher training,recruitnient, financing.

5) The- priiential of radio and TV great but at present they are
not effectively utilized.

6) each progi-am had some outstanding feature not found in the
others.

The researcher rpade recommendations on school policy, materials, methodology,
evaluation, teacher training and research. Guidelines were also developed for setting
up exemplary bilingual programs.

Nn experimental study by Weiss (1962) supplied information on the effects of
simultaneous and related language instruction in English and French. The study
hypothesized that the ability to use English is promoted through a contrastive-,
comparative experience with a foreign language. The,,treatment groups in the study

_ received block-time instruction in English and French with both languages being
used during the instructional period and linguistic methods being employed. Control
groups had single period instruction in each language, and traditional instructional
methods were used. The block -time, approach was more effective for writing, ex-
pression and other creative activities; while the single period classes appeared more
effective for the mechanics, grammar and usage.

.1; Instruction in bilingual multicultural settings is a persistent problem in the
ASOS. Substantial research has been.conducted concerning the problem.

Hong (19.68) conducted a study that compared verbal and non-verbal teacher
behaviors in different school settings, high income white, low-income white and low
income Negro. The study attempted to correlate different aspects of non-verbal be-
havior with each other and with teachers' verbal behaviors which ,ouldbe classified
as student-centered using Flanders' system of interaction analysis. Results included.
(1) Significant correlations were obtained between positilie kinesics (facial and head
movemer4s) and student-centered verbal behavior, and (2) no correlation was found
between haptics (instances of touching) and student-centered behavior in Negro
settings, but these two variables correlated in white settings. However, more teach-
ers in Negro schools and low income white schools hasithigh scores on haptics than
teachers in high income white schools.

r

Sarthory (1968) investigated the effects of ability grouping on self-concept,
intercultural attitudes and occupational and educational aspirations of students in a

multi-cultural school setting. Anglo and Sparlish;American, the author concluded
that an ability group can not be considered a reference group, the variahles studied
seemed more associated with family and socio-economic cla&s. Ability grouping did
seem to reinforce occupational aspirations, high IQ students grouped together had
significantly higher aspirational levels than ungrouped high IQ students. Inter-
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cultufal attitudes seemed to be based more on socio-economic factors than On
ethriic group, Ability grouping did not seem to promote negative intergrouvatti-

Judes but appeared to perpetuate the clea`vages irr the larger society which are based
on sotto- economic status. The study also found girls to be more tolerant than boys,

and majority attitudes to-ward the minority were more negative than minority
attitudes toward the majority.

'Painter (196$) investigated the effects of a particular instructional technique in
the modification gf vocabulary growth of deprived bilinguaf pupils. The purpose of
the study was to determine the effectiveness of a teaching technique which em-
ployed a bridging vocabulary selected and structured to facilitate reading vocabu-
lary ;achievement. The experimental group scored significantly better on vocabula,ry

achievement measures, ,however, ,there was no significant difference on other
measures. reading comprehension, mechanics and spelling. The author concluded
that improvement in vocaNlary did note improve comprehension, mechanics or
spelling.

,

Saiki (1968) developed a unit in Japanese literature as an example of using non-
western literature in high scho91 language arts programs to encourage understand-

ings of other cultures. The instructional unit had the objectives of helping the
student to. (1) gain insight into experiences of people in another country, (2) dis-
cern the universality of human drama and how people of different nations are
bound by common concerns, and (3) become aware of cultural differences which

may help to indicate why people in different countries react differently to similar
types of situations. The unit included translated literature, historical- information,'
religion and art. A teachers' guide was developed for use of the materials: The unit
was laboratory tested with 60 ninth grade' stu'd'ents and then field tested with 447
tenth grade students, six teachers were given special instruction'in use of the unit.,
Students were pre- and post-tesied on attitudes, knowledge and skills presented in
the unit, and eight of 20 attitudes showed significant change as a result of instruc-
tion. The author Madeecommendations concerning,content selection, and organ-'
ization and developing in-service opportunities for feathers.

Hunkins (1968) analyzed the literatuie produced concerning international
education since 1946, identified. three major ,alte'rnative positions, appraised them
and suggested guidelines for cldrificatidn. The three positions identified were re-
ferrents for !International understanding." s _

(1) IU-A defined international understanding as attitudes of friendliness"to-

ward other peoples. This position emphasizes emotional attitudes rather

than actual conditions. Proponents fail ioset guidelines indicating attitucits .
needing change, and.the end state to be obtained by the rriedn,s of friend-
liness is undefined.

(2) IU-K defined international understanding as knowledge of other cultures
This position is concerned with the relationship within rather than be-

tween cultures. It fails to develop causal claims showing the Connection
between means, a!;-, educatiqnal activities, and the ends desired.

(3)

.

IU-S defined international understanding as a type of strategical wisdom
It-describes the end state but contains ambivalence in defining the means,
the educational activities for achieving that end.

Hunkins concluded th e educational activities for international understanding'
should be more directly related to the goal of peace. He then offered the view that



emphasized understanding the process by which human associations evolve in hu-
man communities with common interests.

Lawrence (1969) conducted a study which constituted a proposal to package
aspects of American culture on film, preferably existing films such as those pro- .

aced by Bell Telephone and Walt Disney, and make them readily available to other
countries. The films would be shown as part of the program of instructional centers
to motivate peoples' interest in and desire for further learning. The study also dis-
cussed the need for and advantages of programs for international education.

Femminella (1968) identified, described and analyzed the relationships between
ethnicity and ego identity in a sample of Italian Americans. Hypotheses were de-
veloped concerning the continuance of ethnic affiliation through successive genera-
tions, residential mobility, and the relations of ethnic ideological themes and
identity. These were supported by the study and the author concluded that
ethnicity did have fairly'strong influence on individual behavior; self-concept, value
orientations and reported ego ideals were all at least partly determined by ethnic
group membership.

Lee (1968) conducted a study as a part of an experimental project in a 12 grade
rural school in Alabama. The purposes of the study were to: (1) determine any
change in attitudes concerning purposes of education on, the part of personnel
participating in activities designed to enrich a standard curriculum using aspects of
international education, and (2) assess the significance of change as compared to 10
purposes selected by. a panel of educators oriented to international education.
Findings revealed that purposes of education related to international education
became more important to teachers ,and doctoral students who were involved in
developing instructional objectives, searching for informational sources and contact-
ing culturally different people. The purposes became less important to state educa-
tion agency personnel who did not participate and interact as extensively in the
project as did the teachers and doctoral students. The author provided suggestions
and implications to consider-for replication of the project: . ...

(1) Participants must be aware of goals and expectati6ns from the outset,
(2) continuous planning is.necessary, and

(3) More resources and materials sources need to be identified at the beginning
of the project.

.
.

Barron (1970) presented a rationale for the incorporation of international edu-
cation activities in teacher preparation programs. He also described various types of
existing international programs for teacher eduCation.

Atkyns (1958) created a basic structure for a high school course devised t6 in-
crease international understanding, The experiences and information in the course
were directed toward the achievement of four goals of international education set
by the Society for Psychological Study of Social Issues in their 3rd yearbook and
toward developing characteristics of worldmindedness. The basic structure of the
course was determined by the releiant findings in ,social psychology and cultural
anthropology. The course organization was described by its psychological, socio-
logical and logical aspects. Psycho! 'cal aspects included a group-centered, group
planning approach to cooperativ and individual projects, encouragement of homo-
geneity and task-centered cohesi eness, emphasis on cultivation of self-insight and
role of frustration in aggressive and scapegoating behavior. Activities involving
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international techniques to be used fere. catharsis, case studies, role playing and
forced contacts. Sociological considerations involved selection of subject matter to
provide information on the economic, social, and political rder in the world,
inclusion of area and national character studies incorporating ultural patterns,
universal culture_patterns, real and ideal personality, congruence an social contin-
uity. Area and national, character studies were combined with historical political
information in the study of world problems. The major objective was to build
concepts that develop peace supporting expectations and habits.

The course designed was for a twelfth grade English-Social Studies core class
since this grade was "most conducive to school-initiated change of student atti-
tudes." Administrative support included exchange personnel, appropriate teacher
selection and funds. The author concluded that the course provides a multi-
dimensional approach to achieving the goals of international education, and that
by-products should include better inter-group community relations and more re-

,
sponsible citizenry.

The purposes of a study conducted by G. L. Anderson (1965) were:

(1) to determine the extent to which primary teachers agreed with
accepted guiding statements for developing international under-
standing in children,'

(2) to determine the extent to which teachers lelieve these 'state-
') ments can be implemented in the classroom,

(3) to determine which of the statements teachers are implement-
.* ing and the nature of the instructional activities used, and

(4) to identify professional and personal factors related to the
teachers' responses to the statements.

The study developed 63 guideline statements concerning education for international
understanding in the primary grades which were validated by authorities in anthro-,
pology, child development, psychology, sociology and elementary education. A
sample of 244 Midwestern teachers rated the statements as to their acceptance,
suitability, and actual classroom implementation. Gpneral findings were:

1) Teachers accepted abouj 82 percent of the statements.

2) Forty-eight percent of the statements were considered suitable
for first grade, 58 percent for second grade and 61.5 percent
for third grade.

3) First grade teachers reported implementation of 21 percent of
, the statements; second grade teachers reported 27 percerctPi

third grade, 35 percent.

4) Teachers used units, AV aids, discussion of current events, and
personal contact with other people more freqdently than
action.projects or exchanges of letters or art wok,

5) Differences in responses were slight with respect to age, ex-
perience, educational level, mobility of residence and travel
experience.
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Anderson concluded that primary teachers attach validity to more of the statements,-
than they consider suitable for implementation at their grade level. Teachers made
attempts to implement feWer ideas related to international education than they con-
sider a suitable concern for their grade level. Practices and methods already in
common use can be successfully applied to education for international under-
standing. However, methods advocated by authorities as appropriate to international
education are not widely used.

S. M. Ahmed (1962) identified and compared the nature, focus and degree of
emphasis on international understanding in curriculum materials prepared before
1945 and after 1955. The materials were limited to those in SoCial Studies in grades
4 through 6 in 12 school systems in the U.S. The systems were geographically
representative and generally representative of the size and type of systems in the
U.S. Related literature was reviewed to establish guidelines for examination, and
curricula was assessed in terms of objectives, content, resources and activities.
Ahmed found that there was no conscious attempt to include education for in-
ternational understanding in programs prior to World War II, but the gradual
inclusion of this content after World War II was evident. The materials used in the
12 systems showed a definite trend toward increasing inclusion of goals to develop
international understanding. After 1955 materials place more emphasis on 1) aware-
ness of current* world problems, 2) understanding of international organizations,
3) developing powers of critical thinking. The researcher made the following sugges-
tions for further study:

1) ,development of an attitude scale for judging acquisition of
positive international attitudes,

2) investigation of what schools actually do to promote inter-
national understanding,

3) survey elementary schools to ascertain what materials are
available to assist in developing international understanding.

H. R. Anderson (1962) investigated the effects of rural isolate characteristics and
the presense of 400 Ute Indian children in the Uintah schogl district and developed
implications for pupil personnel programs. Among the findings were that students
suffered the typical handicaps related to locale, stemming from limited economic
opportunities, social, cultural and educational contacts that are characteristic of the
rural isolate environment. Achievement was below the national norms on SRA
Achievement Tests with the greatest weaknesses being in the language arts and
verbal sections. Problems relating to the Indian presence stemmed from the cultural
differences of the Ute tribe. Essentially, the tribe lacked educational motivation
and saw little value in mass education of their children. Implications for pupil
personnel programs included. (1) more effective procedures for enrollment and
maintaining attendance of the students, (2) expansion of the counseling services to
include more emphasis on vocational orientation, and (3) provision of enrichment
experiences for the social and cultural aspects of life.

Ulibarri (1960) sought to determine the extent of teacher awareness of social
and cultural differences as they affect the education of Spanish-speaking and Indian
children in New Mexico. The researcher hypothesized that teachers were not aware
of many socio-cultural factors affecting the education of minority children. A
questionnaire developed from pertinent literature was administered to teachers
currently teaching at least two cultural groups and having had experience with a
third. Three control groups of teacher's were teaching only one cultural group. The
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cotiquestionnaire covered e psychological needs of children in relation to socio-
cultural differences, ltural orientations, social conditions and educational prob-
lems. Findings revealed that Most teachers lacked sensitivity toward differences in
socio-cultural conditions and cultural orientations of the three ethnic groups. For
example, although teachers. wereotrongly aware of differences in English language
proficiency, they were insensitive to differing abilities in using the grade level text-
book. Teachers were aware of diffrences in home environments but failed to differ-
entiate specifics in life-space and their implications for education. Teachers also
lacked sensitivity concerning different motivational patterns and structures appli-
cable to the three groups. And teachers were generally unaware of the different
ways that the psychological needs of children from different cultural backgrounds
could be met. Ulibarri concluded that generally teachers were following an undiffer-
entiated middle class value-oriented curriculum in which *provisions for language
development were inadequate. Curricular experiences were not equated- with a
child's experiential level and intergroup relationships were not furthered. The
author strongly recommended in-service training in understanding socio-cultural
factors of students. Ulibarri also concluded that the ultimate objective of minority
education has yet to be determined and those concerned should participate in its
determination. whether minority children should be educated for life in the
traditional culture or prepared for acculturation and assimilation into the dominant
society.

. .
Weiser (1566) investigated the effetts of cultural background on the quality of

verbal responses to multi-definition words. The study was based on the assumption
that the level of cognitive functioning is indicated by the quality, or variety of
responses given. The study found that a vocabulary test which elicits quality of
definition is an effective instrument for differentiating between the concrete and
abstract levels of conceptual functioning.The study also found that a disadvantaged
background influenced significantly both the quality and type of responses.

Pomerantz (1970) investigated the relationshipbetweenintelligence and reading
achievement for a varied sample of bilingual Spanish speaking students, and found
that the California Test of Mental Maturity was valid for prediction of reading
achievement among bilingual students. Although it was not capable of differen-
tiating between achievers and non-achievers specifically, the author concluded that
it had value in identifying potential reading problems.

Gordon (1969) conducted a study which investigated the relationship of English
language abilities and home language experience of first grade children of three
ethnic groups, varying socio-economic status and varying degrees of bilingualism,
Layne (1970) conducted 4 study which explored modern language theory and
language instruction in a bilingual setting in Guam. This study also included a
strategy for primary English language instruction on Guam.

Several studies were found which compared the language abilities and academic
achievements of students of different ethnic backgrounds.

Webb (1968) compared the psycho-linguistic abilities in English of Anglo, Negro
and Latin American lower class pre-school children. The study found all subjects
deficient in language abilities as compared to the normative sample. The children in
the sample were generally lower in auditory vocal functions than they were in

visual motor processes. Anglo children exceeded Negro and Latin American children
in total language facility, but no difference was found between Anglo and Negro
children on individual measures. The author concluded that ethnic affiliation con
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tributed differentially to linguistic development, and that lower class children as a
group have inadequate auditory discriminatory abilities.

Thomas (1968) compared language concept development among Spanish-
American and Caucasion average and mentally retarded children. He found mentally
retarded children to have less well-developed language concepts than children of
average intelligence. Spanish American children had greater deficiencies in English
language concepts than Caucasion and mentally retarded Spanish-American children
had the greatest deficits.

Tullis (1964) and McDowell (1966) both did comparative studies of the aca-
demic abilities and achievements of Anglo, Negro and Latin students in Texas.
McDowell's study was conducted in San Antonio and Tullis' study in West Texas.

Romero (1966) conducted a study of Anglo and Spanish-American culture value
concepts and their significance in secondary education in the U.S. The study was
designed to provide information to be utilized in the development of curricula for
students of Spanish descent. The study compared Anglo and Spanish-American
value concepts and determined the value configurations that are in conflict. The
author found ten major value concepts that are conflicting in the two cultures. The
study also investigated the degree of acceptance of Anglo values by Spanish-
American students and found, generally, evidence of good acculturation and little
value conflict in school settings. The study further explored the degree of teacher
awareness of socio-cultural differences as they affect the education of Spanish-
speaking students. He found that the teachers in his sample were unusually sensitive
to the cultural 4ifferences. The author also reviewed pertinent literature and de-
velopedand admi istered acculturation and teacher awareness questionnaires.

Lahr (1968) conducted a study which assessed the relationships of four major
value orientations to sex, ethnic identity and'socio-economic status and attempted
to determine if certain value patterns correlated with academic success. Kluckhom
and Strodbeck's value orientation schedule. the Time and Man-Nature sections,
were used. Results included the following. (1) The dominant pattern in time orien-
tation was Present-over-Future-over,Past for all groups, (2) there was no difference
between Negroes and non-Negroes on the Time orientation, therefore the study did
not support the present assumption that middle class non-Negroes are generally
future oriented. Variations in Man-Nature orientations correlated with all three
variables:

Group

High socio-economic white males

Low socio-economic Negro females

Pattern of Orientation

Man-over-Nature-Man-subject-to-
Nature-Man-with-Nature

Man-su bject-to-Nature -Man-over
Nature-Man -with-Natu re

Ethnic identity had the greatest influence over the choice between the Man-subject-
to or Man-over-Nature alternatives. The findings suggested the influence of prefer-
ence for Man-overNature orientation on academic success. Achievement scores
were highest with those indicating a dominant preference for the Man-over-Nature
arrentation. Achievement scores were moderate where preference was equal be-

' tween 'Man-over- and Man subject to-Nature orientations, and lowest when prefer-
s

ence Was for the Man-subject-to-Nature orientation. Interestingly, the Man-with-
Nature orientation, i.e., the ecological emphasis on living in harmony with the en-
vironment was the lowest preference for all groups.
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tributed differentially to linguistic development; and that lower class children as a
group have inadequate auditory disrsiminatary abilities.

Thomas (1968) compared language concept development among Spanish-
American and Caucasion average and mentally retarded children. He found mentally
retarded children to have less well-developed language concepts than children of
average intelligence. Spanish-American children had greater deficiencies in English
language concepts than Caucasion and mentally retarded Spanish-American children
had the greatest deficits.

Tullis (1964) and McDowell (1966) both did comparative studies of the aca-
demic abilities and &cfaiseyements of Anglo, Negro and Latin students in Texas.
McDowell's study was conducted in San Antonio and Tullis' study in West Texas.

Romero (1966) conducted a study of Anglo and Spanish-American culture value
concepts and their significance in secondary education in the U.S. The-study was
designed to provide information to be utilized in the development of curricula for
students of Spanish descent. The study compared Anglo and Spanish-American
value concepts and determined the value configurations that are in conflict. The
author found ten major value concepts that are conflicting in the two cultures. The
study also investigated the degree of acceptanckof Anglo values by Spanish-
American students and found, generally, evidence of good acculturation and little
value conflict in school Settings. The study further explored the degree of teacher
awareness of socio-cultural differences as they affect the education of Spanish-
speaking students. He found that the teachers in his sample were unusually sensitive
to the cultural differences. Thoauthor also reviewed pertinent liter'ature and de-
veloped and administered acculturation and teacher awareness questionnaires.

Lahr (1968) conducted a study which assessed the relationships of four major
value orientations to sex, ethnic identity and socio-economic status and attempted
to determine if certain value patterns correlated with academic success. Kluckhom
and Strodbeck's value orientation schedule: the Time and Man-Nature sections,
were used. Results included the following: (1) The dominant pattern in time orien-
tation was Present-over-Future-over-Past for all groups, (2) there vvas no difference
between Negroes-and non-Negroes on the Time orientation, therefore the study did
not support the present assumption that middle class non-Negroes are generally
future oriented. Variations in Man-Nature orientations correlated with all three
variables:

Group Pattern of Orientation
High socio-economic white males

Low socio-economic Negro females

Man-over-Nature-Man-subject.tq-
Nature-Man-with-Nature `\
Man-su bjec t-to-Na tu re -Man-over-

Nature-Man-with-Nature

Ethnic identity had the greatest influence over the choice between the Man- subject-
to or Man-over-Nature alternatives. The findings suggested the influence of prefer-
ence for Man-over-Nature orientation on academic success. Achievement scores
were highest with those indicating a dominant preference for the Man-over-Nature
orientation. Achievement scores were moderate where preference was equal, be-
tween Man-over- and Man-subject-to-Nature orientations; and lowest when prefer-
ence was for the Man-subject-to-Nature orientation. Iriterestingly, the Man-with-
Nature orientation, i.e., the ecological emphasis on living in harmony wit the en-
vironment was the lowest preference for all groups.
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Borrego (1968) surveyed the development of teaching English as a second
language to Spanish-speaking children in five Southwestern states and examined in
depth the program in Alamosa, Colorado. He found that teachers are generally ill-
prepared to understand another culture as it is represented in its language. Middle
class teachers were unable to fully understand the needs of Spanish-speaking
children, and teachers generally stereotyped the Spanish-American child. Many_

teachers had not as yet realized that these children would not learn English well if
opportunities for learning and speaking Spanisli were denied.

Hussey (1967) developed criteria for second language programs in the primary

grades which included criteria for: (1) development of second language curriculum,

(2) initial acquisition of second language skills and (3) continued development of

second language -skills. The author concluded that neither audio-lingual or visual

techniques are adequate for developing bilingualism, rather the use of native

speakers as teachers is a more natural method. Recommendations were made which

included:

(1) Programs should experiment withteachers who are native
speakers of the second language being taught;

(2) the teaching of reading should be modified to allow students
to first begin reading with the words they already know how

to speak,

more music teachers should be employed as phonics teachers,
(3)

and

(4) the criteria developed should be used as a basis for the training
of second language teachers.

Oneto (1968) assessed the effects of a continued second language program on
foreign language skill development. The study used the MLA Cooperative Foreign

Language Tests and compared achievement of students ha-Ving taken a foreign

language since elementary school (FLES) and those beginning their foreign language

study in high school (non-FLES). Tenth, eleventh and twelfth grade students were
tested. Findings included:

(1) ..FLES students excelled in all skills measured when compared *.

to age peers,

(2) in all four major language skills, FLES students had at least a
two year,advantage, and

(3) the languages taught in the FLES programs tended to domi-
nate the high school language enrollments. because. students
tend to select' the language they studied in elementary school
rather than choosing a third language. .

PERSONNEL

VIGNETTE

Susan Smith: Master Teacher

Reflecting in one's own life a dedication to teaching children that transcended
other goals, Ms. Smith had developed into a master teacher. She exemplified what
all teachers should be. She was patient, compassionate, understanding and also

highly skillful and competent. She planned carefully with and for her class and her

students learned as much as they were capably of learning. Children with special



learning or adjustment problems occasioned by cultural shock, learning a second
language, ethnic or racial diffevnces received help. She developed her own instruc-
tional materials according to the needs of the children. The ASOS Was fortunate to
have her. She was more Yaluable than she knew., Via
VIGNETTE

Don Antonio Zapata: An Indispensable Man

Don Antonio was a fixture around the ASOS. He was handyman, ramrod, driver,
purchaser, and a thousand other things. He knew-where you could buy an elusive
item and where the cutoff valve was for the overflowingcinirnode.kle could jerry-
rig an electric fan or a booth for the Halloween carnival,.tap a keg for the July
Fourth Celebration or find an extra bus'Ior a field trip. He could cajole a driver's
license or even the post officer

Most importantly, Mwever, was that if he couldn't do something or find some-
thing, he knew someone who could. The ASOS may survive without a superintend-
ent, or a math teacher, or an, accountant for several months, but it is in immediate
jeopardy without its Don Antonio.

VIGNETTE,

John and Mary Wanderlust: See TheWorld Courtesy of the ASOS

"Spain this year (and maybe next if a two year contract is required for paid,
return transportation), Italy, Greece, Rid, Quito, Bogota, Tehran! Think of the
opportunities hundreds of them, including the ASOS. Pack up, see the world,
"get culture," and do it the easy way. Spend all time possible on-the slopes, the
beaches, the mountains; at the ruins;, in the museums, the bars! Don't let the job
interfere unduly."

The superintendent wondered if the couple being interviewed were good pros-
pects who could balance opportunities for cultural enrichment with the extra-
ordinary demands for thoughtful lesson planning, conferences witnparents, in-
service meetings so vital to performance in amultinational, bilingual school. Was the
ASOS their top priority, or did they plan to use the ASOS as a means to other
priorities? Could tiofind the answer?

.VIGNETTE

Joseph-Williams: Identity Crisis. .

Mr. Wwen'Williams accepted what he had known since Joe,was born Joe
simply didn't have it. Being told of his Shortcomings throughput his life had not -
seemed to make any difference. Joe Williams never quite understood where he was
going or who he was. He had majored in psychology while an undergraduate in his
futile quest to understand himself. His continuing search fOr an itentity and success
persistently evaded him. His meandering took him overseas, where, being available

' in the early Fall after a teacher failed to report, he was employed by an ASOS to
teach. He viewed teaching as a means_to an end initially, but became increasingly
enchanted with the opportunity it provided for him. He found that the children
especially the newcomers were reacting with attentiveness to him and particularly
to his exhibition of knowledge of cultural differences. He began more and more to
emerge himself in the culture as he,gained increasing reinfOrement from the chil-
dren..He. began to assume local cultural characteristics and dress as he became more

. emerged.
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Sally Bryant told her mother that Mr. Williams was really funny and that he
amused all of the class. As a preadolescent, she thought he was really with it he

reflected what she dreamed about but feared, freedom from constraint and an al-
most romantic approach to the different, bizarre, or forbidden. What was fantasy
for her seemed to be reflected in Mr. Williams.

Sally's father thought Joe Williams had "gone native," the school principal
thought he was bordering on being bizarre, the guidance counselor thought that
through uncon cious rpotixation, Joe's behavior was fixated at an immature level
and he was s ing to assume an identity that was viewed as successful even if by
the children., i stead of J oe's'father., -

Joe thought that he had found himself at last.
I

VIGNETTE

Willis Wonder: Career ASOS Superintendent

The ASOS which Willis administered was as good as any ASOS and, in his
opinion, as good as any school anywhere. He was among the few who had spent
for all practical purposes his professional life in the ASOS. The job, the man and
the social setting converged. The school was almost too well organized. A few
decides of experience and a manageable size, coupled with regular planning pro-
jections had the natural result that the school operated without major problems.

The only question that persisted for Willis Wonder was if lie:would ever return to
the States and, if indeed he did or he didn't, would he be content?,

-..,
o 1

Premisec,,
1.

Premise,: in the final anaiysis, the quality, competency and dedica-
tion of personnel in an ASOS will determine its capability
to provide 0-(e best possible teachinglearning process for its
pupil population; therefore conditions and policies to foster
the selection and maintenance of quality personnel is a top
pliorlty for any ASOS community boards, parents,

patrons, and other interested people.

F r examples: (1) Complexities normally expected wi hin the personnel func
tion are compounded in an ASOS by its very nature, well signed and operat
pers nnpl tecruitment, selection, and induction fucictions are vi 01 (2) the de nds

. on rofessional personnel in the ASOS are ari level different o thos in a
, tyip al school, therefore extraordinary competencies are required, (3 -S per-
sonnet function in a social system that is limited and more constrained than typical;
therefore provisions for acculturation are often required, (4) professional personnel
in the ASOS operate in relative isolation from opportunities for corrtinuing training
that is responsive to their needs to function at a high level in an ASOS; therefore
provisions for in- service education are vital to maintenance and improvement of
personnel, (5) mistakes in personnel selection are much more costly and compli-
cated in an ASOS both Oancially and programmatically than typical,
(6) tendency for high personnel turnover is higher in the ASOS than typical, and
(7) experienced overseas personnelaend to underestirdate effects of cultural shock
on new personnel and effects of professional isolation on experienced personnel.

Premise: Extensive study has been undertaken concerning personnel
in the ASOS but there is evidence that a 'lag time of a

73 -

8 ()



I

-i.

decade exists between agreement on conditions which
foster the personnel function and subsequent conclusions
becoming pervasive of policy in the ASOS in general.

For examples: (1) Not more than ten percent of the ASOS have published
policies concerning the p sonnel function, (2) most ASOS tend to rely on exter-
nally generated minimum equirements rather than internally developed policies
which are consistent with t eir goals and objectives, (3) turnover of key personnel
tends to be unusually disru tive, indicative of lack of institutionalization of goals
and practices, and (4) the SOS which are outstanding rely unduly on the vision,
dedication and competent of a few; such a condition is fortunate but high risk in
long range planning if n balanced by broader based commitment to the practices
which result in the ASO' being outstanding.

Conspectus of Research

Mannino (36) repor
Overseas (ASOS) thro
geographic region an
room teachers state
Slightly more tha
teachers. Sc h
proporti
nation

the quantitative -data on personnel in the American School
ghout the world and their distribution by nationality, by

by size of school enrollment. He reports the number of class-
in full time equivalents by nationality and geographic region.

half (54%) of the teachers employed in all ASOS are U.S.
in Sbuth and East Asia, Africa and the Near East have larger

of U.S. teachers, while ASOS in the American Republics have more bi-
and multi-national faculties than schools in other regions. (36, p.51).

nnino also reports the number of ASOS by percentage of U.S. faculty in each
geographic region. About half of the schools employ 25 to 75 percent of their
fa. Ides from the United States. Thk distribution corresponds roughly to the dis-
tri ution of pupils' by nationality. A larger proportion of ASOS in Africa and East

is hired 75% or more U.S. teachers. ASOS in the American Republics have a
larger proport' n of non-U.S. teachers. (36, p. 51).The'stUdy reports thenuiriber of
classroom teach d in full time equivalents by nationality and by their distri-
bution according to size of school enrollment. Smaller schools tend to have more
U.S. and thir4I country national teachers proportionately than do the larger schools.
(36, p. 51)

Mannino's study reported 124 chief school administrators in the ASOS through-
out the world. He reports the number of full time administrators excluding school
h ads in the ASOS by geographic region and by school size. These other administra- ,

tors in ludcprincipals, assistant principals,.assistant superintendents and business
managers. Most of these administrators were employed by the large :schools in the
American Republics, Europe ana East Asia. Only 18 of the 128-were employed in
schools tnro !ling fewer than 500 students. (36, p. 92)

McGugan reports the total number of teachers, employed full time and part time
by the ASOS in Latin America by nationality for 1969-70. U.S. teachers represent
less than one-half of the faculty in the schools;(38, p. 2.26)

Personnel data is reported by McWhorter (39) on the ASOS in Venezuela. In
1966-67, 4 schools employed 92 full time teachers and 31 part time teachers or 114
full time equivalents. Seventy-five percent of the teachers were U.S., 15% were host.
country nationals and 10% were third country natidnak.(39, p. 104)

*Research references in this section include extensive quotations, therefore citations are ex-
plicit. For example; (36, p. 51) refers to publication number 36 in the Research Matrix
bibliography with the data appearing on page 51.
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Seaquist (91) reports the distribution of the teaching staff by nationality in the
seven ASOS in Colombia and Ffaiti He found that North American teachers out-
number Colombians iri all but one school,and in another school the ratio of North
Americans to Colombians is more than four to one. Colombians predominate,
however, in non-professional positions. The distribution by nationality in each
school is reported.

An indication of growth in the schools in Latin America is evidenced by com-
parison of data reported by McGugan and data reported by Luebke and Mannino
for 1965-66. (35) In 1965-66, 22 schools in Latin America were designated as
ASOS. These schools employed a total of 741 faculty members, 317 were Ameri-
can and 424 were non-American. Four years later, there were 44 schools with a
total of 2086 faculty members. Much of this growth is probably the result of ex-
isting schools meeting the eligibility requirements of the Office of 'Overseas Schools.
It should be noted that the ratio of U.S. to non-.S. teachers decreased slightly

' from 43 to 40 percent. .

Fraser reports the number of language teachers employed in eight ASOS in Latin
America and the percentage responsible for language instruction, both English,
Spanish and other languages, of all teachers 'employed. These data are shown in
Table I.

' TABLE I. Number of Teachers Responsible for Language Instruction
in Eight ASOS in Latin America: 1969-70. ,/

.School
Barran-
quilla Bogota Cali

Carta-
gene

Guate-
mala

Me ico
Ci Puebla

Santo
Domingo

Total '
Language 26 29 11 38 84 44 23
Teachers

.48
t

% of all /

Teachers 67% 62% 85% 61% 42°1 63% 40% 59%

In developing guidelines for determining the educational adequacy of ,American-
Sponsored overseas schools, McGugan states that "compliance with Guideline 5,
provision of sufficsient, well-trained professional personnel, is vital to educational
adequacy." (38, p. 5 15) The major objective measure of training accepted iS pro-
fessional degrees held..Manino (36) reports the distribution of degrees ,held by all
full time overseas teachers by nationality and by geographic region. Ninety four
percent of all full time teachers hold some teaching degree, and 61 percent hold a
U.S. degree. (36, p. 54) About one-third of all teachers hold a foreign degree -which
is not generally comparable to a U.S. degree. (36, p. 56) It should be noted that
about 12 percent of host and third country national teachers hold a U.S. degree,
and that about an equal number of U.S. and hOst oountry teachers hold no degree.

Mannino (36) reports the level of thc'highest degree earned by lull time teachers
by geographic region and by nationality. The highest degree earned by all part time
teachers in the overseas schools is reported by nationality and by geographic region.
About 30" percent of part time teachers hold a U.S. degree, while-54 percent hold a
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foreign degree. Almost 16 percent of part time teachers as compared to 6 percent of
full timeleacher,shayseno degree. (36, p. 56).

°
.

I,n commenting on thp 'preparation of overseas teachers, Mannino states.

-- Oualifications of teachers, both-nationals and U.S, citizen ",
almost uniformly are lower than in United States public and
private schOols. Isolated schools are worse in this regard than

:
-those located.in larfe population, centers. (36, p. 168Y

' Mannino,atio states, in the co xt of e am'ining teacher-pupil ratio:
. .

. Though pupil-teacher ratio 1 , it is not evifient that quality
,

,instruction follows:... Ind d, the extent of preparation of
overseas school 'teachertsoverall is fairly low, due to the high
incidence of underfsheparednon-U.S. teachers in facilities. The

.S. teachers,however, are as well-prepared op the average as
. ,teachers in the U.S. schools. (36, p. 105) '. .

, 'McGugan reports the distribution °lithe highest degree held by full time faculty
. .

in the ASOS in Latin America by nationality and by degree level. (38) About half
of the ASOS facilities in Latin America bold U.S. degrees. Twenty'pereent of the
Bach,plor's degrees ancl2 percent of .the, Master's degrees are help by non:U.S. citi-
zens. This number results partially, no doubt, from proxiMity to the Uriited States,*
but may also be indicative of in-service programs-conducted by U.S. universities in
Latin American AS?S, . .

McGugan comments that although 171 faculty in ASOS in Latin America-hold,
degrees above the bachelor's level, "a significant number of the facultyphowever,
are undertrained and/oi- inappropriately trained for the positions they occupy."
(38, p. 5-7) He also remarks that:

A critical factor is that unclassified degrees from non-U.S.
institutions comprise over 40 percent of the total degrees. This-
may'. be a strength or weakness dependent on the type of
college program and work-lading to the degree. (38, p. 2=29).

SeaquiSt and Orr (52) report- on the educational qualification of the instruction
staff in the seven ASOS of the Association of 'Amer-lean Binational Schools in
Colombia and Haiti. (52, p.58)

. _

The authors comment that:

by far thp largest number of. teachers have bachelor's degrees-
'on4, which generally means that theyare young and that a
sizeable proportion -of them are probably planning to do
further professional study at least to the MA level. (52, p. 58)

Fox" (19) reports on the Wel of educational attainment of faculties in accredited
and non accredited ASQS in Latin America. The number of leachers hoiding'the
given degree In the accredited and non-accredited schools is reported in Table 2.
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TABLE Level -of Educational Attainment Within Faculties in Accredited and
Non-Accredited Schools

Category

,

No. of Masters Bachelors ' - Less than'
.Schools or above Degree a Bachelors.

. . '. *:
Accredited ' 18 115 1317 - 192,

Non-Accredited 20. , . 35 , 137 ' ' 389

-Fox conimentedr

Nearly one - third of the teachers employed in accredi ted schools
failed- to, meet--the (SACS) Standard of a' Bachelor's degree:
More than' two-thirds of the teachers in non - accredited schools
Would fail to meet khis Standard. On the plus side, apprvi-
mately 18 percent' of the teachers- in accredited schools

.Master's degrees. . . . While neither type school is to be com-
mended for the large number of teachers with less than Bach-
elor's degrees, noticeable leadership of accredited over non-

; accredited (schools) in areas of teachers with a Bachelor's-
degree or above is dearly a mark -of progress. (19, p. 57)

a
FOX also reported the numb4, of teachers irj. cc edited and non-accredited

schools holding U.S. credentials. Ais survey indicated that while 61 .percent of
teachers in accredited schools hold credentials from one of the 50 states, only 22

percent of teachers in non-accredited schools have such credentials.

McWhorter reports- on the preparation of teachers in the four ASOS in Vene-
-Aiela. 17% hold' Master's degrees, 80% hold Bachelor's degrees and 3% have no
degree. (39, p. 132) Se,aquist {91) considers language fluency of teachers as an as-

yect of teacher qualification for overseas schools. He reports the number of teachers
lin each of- e sevehASO$ in Colorfibia and Haiti who are considered operational in

the languages. English, Spanish, French and German. The measurement is percep-
tual, however, since no tests of language.competency were administered. He does
comment, however that "generally, the national teachers who speak English do ,so
with more proficiency than the U.S. ,teachers exhibit in speakipg Spanish."
,(91, p. 114)

Fraser reports the number o-language leachers in eight ASOS in Latin America
who are perceived as'bilingual by their sc'hool principals. The percentage of bilingual
language teachers rangedfrom 27.percent to 91 per-cent, the average was 58^ percent.
(20, p. 164)

Fraser also reports the-c Jalifications of teachers responsible for language in-
struction in eight Latin American overseas schools: The percentage of language
.teachers .holding U.S. degrees ranges from 23 percent to 80 percent with a mean of
58 percent.. The percentage of language teachers holding either a U.S. or foreign
degree ranges from 42 percent to 100 percent, .with a mean of,76 percent. The
number of non-degree language teacher is far higher than desirable. The study also
reported that,from 22 to 72 percent of the degree(' language teachers.were teaching
outside their major area of preparation. The study also showed the number of lan-,
guage teachers holding U.S. and national certification. Natiohal certification was
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possible in three of the four countries in the study without completion,of a college
or university degree. (20, p. 157)

Mannino reports the number of faculty, including administrators, in the ASOS
world-wide who hold United States certification. (36, p. 65)'Forty -two percent of
atl faculty hold U.S. credentials. The ASOS in the American Republics have the
least proportion of U.S. certified teachers because they employ more host country
teachers. Licenses to teach typically are not required by the host country of teacher
employees of ASOS. (36, p. 63) Mannino comments that:

The incidence of U.S. certification personnel among American
school employees is a rough indicator of the quality of such
personnel (as compared to comparable teaching positions in
the United States). {36, p. 63)

The certification of full time classroom teacher's by country of origin and size of
schopl enrollment is reported. Seventy percent of U.S. teachers are U.S. certified
also, and 3:5 percent of host country and third country national teachers are U.S.
certified. Small schools have the highest rate of U.S. certified teachers, but they also
employ? higher proportion of U.S. teachers. (36, p. 66),

lylanni.no also reportS the,number of years of professTonal experience of the facul-
ties of. the ASOS. Years of teaching and administrative experience of full time
faculty is reported by geographic region. Forty percent have less than 6 years
experience, 'while 7 percent have less than one year and 7 percent have over 20
Years. The median years of experience is seven ydrs. No marked, differe rice among
regions was noted, (36, p. 60) The years of professional experic<e of part time
personnel is also reported. The data show a median of five years with 10 percent
having over 20 years and 13 percent less than 1 year. Mannino comments.

It may be inferred that the American schools attract reason-
able experienced personnel among both full and part time
staff. (36, p. 60)

McWhorter reports the years of professional experience of the faculties of the
four ASOS in Venezuela. The-total number of years in their present position for all
faculty was 237 which resulted in a mean of 2.5 years tenure. The total years of
professional experience for all faculty was 651 years which resulted in a mean of
7.0 years, exactly the median reported by Manino for ASOS Personnel throughout
the world. (39, p. 132)

Fraser reported the mean number of years of experience of language teachers.in
each of eight ASOS in Latin America. (20, p. 159)

Mannino reports the highest degree earned by 124 of the heads of ASOS by geo-
graphic region. Fifteen percent hold less than a master's and 13 percent have
doctorates. Little variation can be observed between the regions, (36, p. 85)

Roth, in a study of 98 chief school administrators of accredited overseas schools,
reports 100 percent holding Bachelor's degrees, 76.5 percent have-Master' .degrees
and 14.3 hold doctorates. Other characteristics reported included. 92 percent were
male, 81 percent were between 36 and 55 years o(.age, 83 percent were married,
and 59 percent were not fluent in the language of their host country. (58, p. 11)
It would appear from that last result t t foreign language fluency is not a dominattt
factor in hiring a chief school admi strator for, overseas. (58, p. 21)

Mannino reports the highest degree held by full.time administrators excluding
-78



school heads by size of school enrollment. In general, these administraTors are not
as well prepared as the chief administrator, but are better prepared than faculty.
Fifty-two percent hold master's degrees as compared to 68 percent of the school
heads. (36, p. 92) He also reports the number of y ears of teaching and administra"
Live experience of chief school. administrators. Generally, the school heads have
more years of experience than faculty , forty-seven percent have 16 or more years of
experience, as compared to 16 percent of the faculty. (36, p 85) Only 3 percent of
,school heads as compared to 7 percent of faculties had less than one sear of prior
experience. (36, p. 89) He suggests, however, that this data may be misleading in
light of King's careful study of 94 school heads in 1967:68. King reported that 75miw
percent of, school heads had been in their present position only two years or less,
and that 25 percent were holding their first administrative position of any type.
Also 75 percent had sfouc years or less total overseas experience, and the last Posi-
tion held by one-third cif the school heads was that of United States teachers. Only
10 of the 94 had previously been'school superintendents, and 14 had been school

_principals. (36, p. 89)

Mannino comments:

Accordingly, it would appear that the ASOS may confront a
crisis in leadership, brought on by the high rate of turnover
among school directors and experienced U.S. teacher
(36, p. 89)

Roth's finding support King's o erva .1 ound that most administrators
had been in the position they wer holding less than four years But he also found
that almost half (46.9%) had been verseas 9 years or more. (58, p. 21)

Mannino reports the number of on-instructional personnel stated in full time
equivalents by -geographic region. Th number of non-instructional per sonnel re-
ported by school size is included. The least developed area was in audio-visual and
instructional technology. Health, dental and medical services also were under-
developed Of the 24 individuals employed in this area, 14 were in schools in the
American Republic and Near East South Asia. (36, p. 78)

Curriculum and supervisory personnel were in short supply, only 28 were em-
ployed for 3,560 full time equivalent' teachers in 128 schools. Although there were
120 full time equivalent librariins, 75 of these were located in the 42, schools en-
rolling 500 or more pupils. (36, p. 73)

The ratio of counselors and pupil personnel staff to students for all ASOS was 1
to 925. However, only 3 were employed in the 70 schools enrolling fewer than 300
students, and none were reported in the 51 schools enrolling fewer than 200 pupils.
Two-thirds of all counselorseere employed in the 59 schools in East Asia and the
American Republies. (36, p. 78)

McGugan reports in the survey of the 44 ASOS in Latin America that auxiliary
personnel were not generally available. (38, p. 5-1 5) He also reports that in the five
ASOS in Latin America that' have been ,designated U.S Government Sponsored
Schools, there is a

serious shortage bf qualified -librarians, guidance counselors,
curriculum specialists and other nc/cessary personnel if educa-
tiun Comparable to that availably in the United States is to be
provided. (38, P. 4-25) 1
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Fox reported the presence of counseling personnel in accredited and non-
accredited schools in Latin America. In the 23 accredited schools, 13 have counsel-
ing sery,ites and 10 do not. In the 20 non-accredited schools, 2 have counseling
services and 18 do not. But 44,percent of the accredited schools did not meet the
ASOS Standard of employing at least one half time -professional trained counselor.
In the 43 schools in the study there were only 13 counselors employed. (19, p. 60)

Seaquist (91) reports the projected needs for special, personnel for five years in
his 1967 study, of the seven schools in the Colombian Binational Association. He
comments that:

in order to fulfill. Jike needs of all the students the instructional
staffs must be augmented by specially trained personnel that .<

work in the areas of curriculum, guidance, art and others....
(However,) only three of the schools apparently have con-
sidered the problem realistically in terms of actual student
needs. (91, p. 54) -

Orr (46) reports the characteristics of academic-personnel in a study of 23
binational schools in Latin America and a detailed analysis of six binational schools
in Mexico which was conducted in 1962. One of his conclusions concerns the prep-
aration of overseas faculties. He comments:

Based on the extent of their training and experience, binational
school teachers are not. sufficiently skilled for the tasks re
quired l:1( the binational school. enterprise. (46, p.96)

all" ne o he major personnel problems of the ASOS is the high rate of teacher
turnover yi e subsequent nee or corm us recruitment of teachers and ad-
ministrators. Th. 19S7 stateme t by Rowland Egger as quoted by Roth suc-
cinctly describes t problem. .

. . .At present Ur

dened by the nece
problems with fou
two year personn
unwillingness to a
business of overseas
if policy and appropria
would riot be. We cannot keep repeating the first year of our
program's; sometime we have to get on to the second and third
and tenth and twentieth year. This can only be achieved if a
substantial central core of the overseas labor force thinks and
acts like a permanent professional organization. (58, p. 3)

Mannino reports King's study of teacher turnover in a sample of ASOS through-
out the world.

overseas operatio are gravely bur-
coping with ten a twenty year
year projects manned by one or
this difficulty derives from our
to ourselves, that we are in the

ons for a long, long, time. But even
ons problems were solved, turnover

%II

"Kirig examined the amount of turnover among United States
teachers in a saniple of 22 overseas American-sponsored
schools. The years studied were 1966.67 and 1967-68. His
sample included 6Q5 teachers whp werOdentified on the
roster of the 22 schools in 1966-67 and 6 teachers in 1967-
68. The difference between the number of teachers in 1967-

U
,
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68 and`those who appeared on both the 1966-67 and 1967.68
rosters was the basis for calculating*a percent of teacher turn-

over in those schools.

The percent of. turnover re orted for those years was 47.3 per -
cent ,of alt United St teachers in the 22 sample schools.
Variance among regi s was wide. In Africa: 583 percent; in
the American Repu tics: 43.6 percent; in Europe: 48.1 per-

. cent; in the Far Eas 9 rcent; in the Near East and South

Asia, 50.0,percent. -

Since the overseas school depends largely upon the United
States teachers in its faculty to attain and maintain excellence
in instruction (by United States standards), such high rates of
turnover among United 'States teachers can only have a de-

structive effect on the schools' programs. Fortunately, turn-
over among qualified locariteachers is much less. These data

have not been compiled systematically, but are consistent with
verbal reports from regional education officers on the scene:"
(36, p. 71)

Mannino comments,

Turnover among key school personnel, particularly of United
States citizen's, is often double that found in comparable
schools ifithe-United States. (36, p. 169)

McGugan found continuity of leadership personnel at the board and stiperintend-

ency levels a significant problem in the five ASOS in Latin America designated U S

Government Sponsored Schools.

The average tenure of board members during the five year
period, 1965-69 was 1.65 years; during the same period, the
tenure of the chief administrative officer ranged from a high of

four years to a low of three months. If policies and school pro-
grams are to be developed, continuity of leadership' is vital.
(38, p. 5-14)

°

Roth (58) in the study of 98 overseas admiRistrators found the following sults.

1. 76.5 percent had changed educational job from 1 to 6 times.

2. 42.9 percent had changed jobs in education 3 or 4 times.

3. The predecessor of 47.9 percent of the administrators in the
study had had a 'rob tenure of 1 or 2 years.

4. 72.5 percent' had held their present position for less than 4
years. 1

But 74.5 perc nt reported that They intended' to.remain in
educational wor overseas as a career. -

6. And 78.6 percent reportld that
living overseas. (58, p. 1

In the study of overseas sc
Iof 16 school directors repor

eir families liked

oak in Venezuela, McW
ed high turnover as a pro

rter (39) indicates that 14
em. Teachers remain on the
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average 2 to 3 years and it is. not unusual to replace one-third of the faculty every
year. (39, p. 222) McWhorter comments: "Under these circumstances, there must
be a high degree of organization and concentration of effort to locate and orient
new teachers." (39, p. 222) Some comments from the directors in the study
included:

Each year is like starting over with no carry-over from the
previous year.

and, ',.
But a certain amount of turnover is good because new teachers
bring new ideas and the latest practices from United States
schools. (39, p. 222)

One aspect of the study by Fraer (20) examined the effect of teacher turnover
on the English and Spanish language performance of students. Fraser reported that
the average tenure of language teachers in eight ASOS in Latin America ranged from
1.4 to 7.9 years with a mean of 3.8 years. This study analyzed the length of tenure
as a predictor of language program outcomes with several results. Length of tenure
had an insignificant correlation with English language outcome measures. However,
the mean Spanish language scores were higher in programs retaining teachers longer
than two years. Differences between English and Spanish scores (indicating more
bilinguality) were smallest in the programs where mean teacher tenure was longer
than four years. (20;p. 238)

Eox concluded from the study in which he sought to assess influence of accred-
itation on teacher turnover and morale that,

*
while respondents apparent19 feel that accreditation has not
assisted in reducing turnover, they do believe morale would
suffer significantly if accreditation were lost. Therefore, teach-
ers must be concerned about whether or not a school is accred-
ited, but, if one follows this to its conclusion, they do not
remain at a school any greater length of time because it is
accredited. (19, p. 77-78)

Orr and Seaquist suggest that since many of the teachers in overseas schools are
young and only hold a Bachelor's degree, an in-service program, assisted by a United
States university so that it gave credit toward an advanced degree, would be a
possible attraction for longer tenure.

Many teachers at this stage in their career might tfa du ced
to spend more than one or two contract terms Iry the bi-
national school with an in-service program that helps them do
what they should do advance their careers through higher
education. This opportunity must be available to National as
well as U.S. teachers. This type of program should probably
not only include. U.S. type advanced education for teachers
working in English; it might also advantageously include
Colombian teachers working in Spanish. (52, p. 58)

The problem of turnover-in the overseas schools is a critical one; Manino sum-
mari7es: -

.
. . .the turnover among qUalified administrators and. teachers
approaches 50 percent annually. No systematic -program of 1
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institutional reform or instruction innovation can be built on
that soft a personnel base. (36, p. 114)

The ;high. rate of teacher turnover in the ASOS requires that recruitment of

teachers be a continuous process. Evtry year overseas adminigrators must locate,

persuade and transport to the school a sizeable proportion of new faculty and
orient them to a binational situation given the resources of limited finances and few

fringe benefits to attract qualified teachers.

A variety of sources of U.S. teachers are utilized by the overseas schools. Manino

reports six recruitment sources of U.S. teachers by geographic region. These data

indicate that 52 percerit of U.S. teachers are recruited from the United States442

percent are dependents of U.S. host country and third country national employees
in the host country. Of the 42 percent, about one-third are dependents of U.S.

government employees. The unclassified sources included itinerate teachers, travel-

ing graduate students and other such categories. (36, p. 54)

National teachers are often utilize,d to teaetr the host country and other lan-

guages, and in the American Republics, are often responsible for teaching the
subjects required by the National government, civics, social studies and Spanish

(46, p. 97) where the school offers a dual program. Host country government

policy and attituscles, sometimes affect the employment of national teachers.

McWhorter reports that.since.,the Venezuelan government restricts the enrollment

of national students in schools not approved by the Ministry of Education, this also

affects the employment of national teachers. (39, p. 220)

McWhorter also comments that,

Some schools prefer to hire local teachers becau3e they have
already adjusted to living abroad, require no difficult travel
and living arrangements, tend to remain on. he staff longer,

cost far less than imported teachers and, if they have children

in the school, are vitally concerned with the success of the

school (39, p. 116)

A variety of methods and contacts are utilized to recruit U.S. teachers for over-

seas schools. With the increasing interest in living and travelingobroad, a number of

placeMent agencies have sprung up to list "overseas teaching positions." However,

when the U.S. Department of Staff Office of Overseas Schools assumed professional

services responsibilities for the American-Sponsored Overseas Schools, "recruitment

and placement of overseas school personnel, . . .was contracted to International

Schools Services." (35, p. 5)

Many schools in fairly close proximity have formed Associations with one of

their tasks being to assist each other with recruitment. McWhorter reports that:

The Association of ASOS in Colombia and Haiti has developed

an Association-wide recruiting program including national ad-
vertising in the United States, providing for the pooling of
applications and placement Materials in a centralized location

for the benefit of all Association schools. (39, p. 138)

Other schools provide this service to each other informally. McWhorter also re-

ported that when the 16 directors of schuols in Venezuela were asked to indicate

special school problems, they responded that:

The difficulty of obtaining qualified teachers was only men- ,
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tioned by five directors. The schools are responsible for re-
cruiting their own teachers and they assist each other in-
formally when vacancies occur unexpectedly. (39, p. 218)

Many schools have expanded their contacts with stateside schools through the
School-to-School Projects sponsored by 0/OS. In a study of the effectiveness of
School -to- School Projects, Counce found that 56 percent of the overseas respond-
ents agreed that the paired statewide system had assisted in faculty recruitment-for
the overseas school. (92, p. 100)

Respondents in Fox's study, when asked for suggestions as to functions the.
accrediting agent might perform of value to overseas schools, suggested assistance
in recruiting." (19, p. 87)

Whatever the recruiting source or process used, the problem still remains one of
identifying competent and qualified personnel for the overseas situation. Some
guidelines have been implied or established in existing assistance legislation.

Criteria for selection of overseas personnel is implied from the assistance Criteria
in the Full bright-Hays Act of 1961:

The Director or Principal should be a U.S. citizen wherever
practical.

There should be sufficient number of teachers' from the
° United States or teachers trained in Amer.ican educational

'methods to assurvadequate contact 'for students with these
methods and their corresponding,ideals. (35, p. 7)

Additional criteria is implied from the assistance criteria for schools to be eligible
for funds from-the Foreign Service Act and Foreign Assistance Act. ..

Acadeihrc standards including teacher qualifications are com-
parable to those in American schools.

:-,To the extent practicable under local conditions, U.S. curric-
tfittm'and teaching methods are usecl.,(3, p. 8)

Manhirio--suggesis `operational criteria fOr ascertaining teacher qualifications to
meet th'e proposed minimum standard of one qualified teacher for every 20 pupils.

A. graduate of a U.S. university teacher training program with ,

full credentials for teaching in a public schoOl in theUnited
States.

'2. Agraduate- of a U.S. university, in an area of teaching who has
obtained appropriate professional training at the fifth year
level and who meets typical certification requirements, al-
though not necessarily certified in any state and who would
typically meet employment requirements of accredited private
schools in the United States.

3, A host country (or third country) national with host country
credentials for teaching in the nationalschools of that country
who has successfully completed a one to three. year training
program in the United States especially designed to qualify
that teacher for a leadership position in the Amerjcan-
sponsored schools overseas. (36, P.,184)
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ployees in the host country in 65 percent of the ASOS. Thirty-nine directors re-
ported that the salary level severely restricts the attraction of qualified personnel.
(36, p. 69) -

The median compensation for full time classroom teachers in 1968-69 was es-
timated at $4,388. United States teachers received a median compensation of
$5,000; host country nationals received $2,700, and third country nationals re-
ceived $4,200. Teachers in the American Republics had the lowest median compen-
sation Africa had the highest median compensation for U.S. teachers. (36, p. 67)
The highest median compensation for U.S. teachers was in schools enrolling 100-
199 students. (36, p. 67) Mannino concludes that salary levels for teachers must in-
crease if the ASOS are to be competitive on the teacher market. (36, p. 69)

McWhorter, in_cornmenting on the level of salaries in overseas schools, reports.

There ire many teachers and administrators who will accept
small salaries so that they may have the experience of living
abroad. In general however, the employment and retention of
efficient teachers must be accomplished by salaries that are
commensurate with the service,render, adequate to
maintain a satisfactory standard of living and comparable to
salaries paid employees in other,occupations and professions
in the area. (39, p. 109)

McGugan comments on the compensation paid in the 44 ASOS in Latin America.
The salaries and. other benefits provided by each school are
different and as yet no school has developed a plan for teacher
remuneration which takes into account the level and recency
of training, nor adequately treats the problem of equal pay for
equal work. (38, p. 4-27)

Fox reports 'teacher salaries in accredited is non-accredited schools in Latin
America in Table 3.

TABLE 3. Teacher Compensation in Accredited and Non-Accredited Schools
1969

Status
No. of
Schools

Highest
.Teacher

Lowest
Teacher -

Average

Teacher,''

Accredited

Non-accredited

23

20

$6494.04

4975.70

$2141..57

1163.50

$4270.17'
\

2907.40

Clearly, accreditation improves the lot for the teacher.

McWhorter comments on the_salary discrepancies between imported and locally
hired tejohers.

Geneally, the imported U.S. teacher is paid more tharr the
locally hired teacher with the same degree. In the four ASOS
in Ven4zuela, imported teachers are paid $1658 to $2943
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Generally, the imported U.S. teacher is paid more thap the
locally hired teacher with the same degree. In the four ASOS
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more than loc ly employed teachers with the same degree. In
addition to s lary, imported teachers ve round-trip trans-
portation paid d are reimbursed for all other expenses in-
currecl)n maki the move. (39, p. 116)

He also reports that 'national teachers are employed by most schools to teach

Spanish and are generally paid less than either the imported or locally employed

U.S. teacher." (39, p.117)

McGugan reinforces this observation with respect to all of the ASOS in Latin

America. Although host country and third country nationals are paid less than U.S.

teachers, they are , .

frequently paid more than they would receive if they taught
elsewhere (in the host country). Dependent wives are fre-

qu tly paid less than teachers contracted from the Uhited

S at Contract teachers are frequently paid more, but are
actually ble. to purchase less because much of their salary
must go i o direct living costs such as food and housing.

(38, p. 4-27)

McWhorter compared compensation characteristics orfthe overseas schools in
Venezuela and th'e ASOS in Colombia. The greatest difference was apparent in

salaries. While the average U.S. teacher's salary in the four community schools in
Venezuela was $7,380, the highest salary paid to any teacher in the Colombian

ASOS was $7,406. (39, p. 130) (This study was conducted in 1967) The four com-

munity schools in Venezuela and the ASOS in Colombia have several salary schedule

characteristic s in common.

710 ...OM

1. They all generally pay imported teachers more than locally hired teachers

with the same qualifications.

2. They pay U.S. trained teachers more than locally trained teachers.

3. They provide increments for experience and advanced degrees.

4. They have sick leave provisions , p. 130)
...,

McGugan- reports that the five AS in Latin America that have been designated

U,S Government sponsored scho s have salary ranges for full time teachers from.,

less than $2,000 to over $10,000. (38, p. 4-26)

McGugan found that financial support to attract and retain professional per-

sonnel varied widely in the five USGSS in Latin America and "support for fringe
benefits was inadequate or non-existent." (38, p. 5/15).

McGugan also suggested 4 one of the guidelines for judging the "adequacy" of

overseas schools that,

the school should provtde for such conditions of employment
as will make possible the employment and retention of the
professional personnel necessary to its prOgram. 0,

This implies the responsibility for providing a good teaching
environment, adequate compensation, community status as a
professional and opportunities for professional advancement.
(39, p. 4-26)

Mannino reports the compensation earned by school heads in ASOS by geographic

region. He indicated that "compensation for school heads varied markedly in 1968-

87 .,
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69." Twenty percent earned less than $8,000 and 12. percent earned more than
$20,000. The median was $12,300. He remarked that,

Whereas the teachers in the overseas schools clearly were
underpaid in relation to salary payments for comparable
training, experience and assignment in the U.S., compensation
for school heads was not out of line with comparable positions
in the U.S. (36, p. 91)

He also reports the compensation earned by administrators other than school heads
in ASOS by 'geographic region. These administrators appear to be compensated
fairly with a medi:n of $9,250. (36, p. 96) Mannino concludes:

It would seem reasonable to infer that the overseas teachers'in
1968-0 were underpaid in relation both to school directors
and to second echelon administrators..(36, p. 94)

Roth's survey of 98 directors of accredited overseas schools also reports- ad-
ministrative salaries. (It should be kept in mind that this study included company
corporate and D.O.D. schools as well as ASOS.) Roth found that 45.9 percent of
the administrators earned between $13,000 and $17,999. Sixty-two percent earned
between $13,000 and ,$22,999. (58, p. 13)

Seaquist reports the salary range for administrators in the seven ASOS in Col-
ombia and Haiti. Salaries fanged in 1 967-68 from over $15,000 to under $4,000.
The highest paid chief administrator (Bogota) receives Over twice as much as the
lowest paid chief administrator (Cartegena). Three of the top positions are, in the
same step: $10,000 to $11,999 and five of the seven schools pay the chief ad-
ministrator or principals between $10,000 and $14,000. (91, p. 82)

McWhorter reports:

Administrators in Venezuela are paid on the average twice as
much as teachers. This wide discrepancy in pay reflects the
thinking of most controlling groups that the best way to de-
velop continuity in the schools is through the chief school
administrator. The high salary in part is designed to assure
their continuous service for many years. (39, R.11 7) - /

Mannino's re0ort of compensation of administrators defined compensation as
equaling salary plus allowances. .(36, p. 96) He further defines fringe benefits as,

not limited to salary in every instance, and may include sub-
sistence in lieu of salary to U.S. teachers recruited from
another ASOS.

Thirty-five per cent of ASOS, schools studied by King in 1967-
68 provided free housing or housing allowances for U.S
teachers in that year. (36, p. 1 19)

Roth's study reports the percentage of school heads who received the following
fringe benefits:

Home leave 76.5% Hospitalization 51.0%
Housing 75.5% Provision for furniture 48.0%
Moving expenses 70.4% Pension plan 46.9%
Reglement ... 61.2%

(58, p. 13)
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McGugan comments on community status as an aspect of the schools' fringe
benefits.

Community status of teachers is uneven. The national and
third country national teacher normally hat community status
based on factors other than leaching. This is true of dependent
Wives as well since they derive their community status largely
through their employment status rather than their .own.

The contract teacher usually finds it difficult to fit into the
national community because of barriers of language, closed
society factors, and such, anti finds it equally difficult to fit
into the U.S. community because of economic barriers...
(38, p. 4-27)

McWhorter reports that the four community schools in Venezuela have th'e
following fringe benefits:

Salary schedule
Provision for experience
Provision for advanced degree
Provision for merit pay
Written contract .

All four schools
All four schools
All four schools
One school
All four schools

Provision-for sick-leave All four school's'
Provision for professional leave i

, All four schools
Provision for personal leave Two schools

, (39, p.112-T13)

Orr and Seaquises survey of the..ASO$ in Colombia and [-kid provide some
summary information on the recruitment of administrative and,xeaching personnel
for the overseas schools. -

Recent developments have improved the prospects for re -'
cruiting administrative personnel of high quality in the over-
seas schools. Increased involverhent in international education
by the local schools through the 0 /OS projects and The
University of Alabama assistance program have expanded the
field from which leadership can be recruited and selected.

Projects such as ,the school-,to-school program, under 0/0S,
'sponsorship also offer oppOriunitiei for administrative ex-

changes with benefits realized by both the overseas schools and
the participating local United States school system. -

Ultimately the schools themselves may prove able to identify
-mod toop a considerable proportion of their educational,

leadersfhe participation of staff members in the deciiibn-
making processes in the 'schools should Afford leadership ex-
peFiences to people with an involvement in the,schools, and
may prove to be a most productive ,source of administrative

\prospects.

vfronvarious sources: (1) Local National teachers of the native
The professional staffs of the bioational schools are acquire

language who may be bilingual. National teachers of subject
areas or grades who are bilingual and are trained in a National
school of education; American wives of American businessmen
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of Nationals. These wives are most, often college trained and
sometimes are former teachers. (2) United States teachers who
are found in the States are invariably college trained and are
often experienced. (3) Third country many binational
schools have teachers who are third country Nationals. Often
the teachers from this source have language skills or other
specialized training that is of special value to the school.

For the teachers that are sought outside the host country,-
special considerations must be made regarding travel, settle-
ment costs, currency exchange, language problems, work
permits or licensing, necessary health precautions, and the
local culture and customs. Failure to provide the neophyte
teacher with adequate attention in any of these points can
result in confusion and dissatisfacticin.

It should be obvious that complete details concerning a posi-
tion must be given to a prospective teacher before he leaves his
home if the term of employment is to be satisfactory. In ,doing
this the overseas school must take the initiative and volunteer
the necessary information since in many cases the person who
has never been outside of his home country does not know
%Oat questions to ask and as a result is either naively, confident
or unjustifiably fearful. Full and frank communication be-
tween the employing school and the prospective teacher is a
fundamental necessity to satisfactory teacher service.

There are various means through which the schools make con-
tact-with prospective teachers. Many are hired because some
person already in the overseas community knows someone at

, home who is interested. Others are found through the Office
of Overseas Schools in the United States State Departmentand
still others are recruited by the International Schools Service.

Probably most teachers who teach overseas are located by the
school superintendents who make periodic business trips to the
United States and do reciriting for their own and neighboring
schools.

A regional superintendency which has loosely grouped the
schools at Barranquilla, Cartagena and Medellin has done much
of the recruiting for the three schools for the past two years.

ter or a year and are enriched by the experience. As teachers

ment for the schools is made easier.

written contract, and most of them stipulate that return pas-
. . .all the schools (in the Association) give their teachers a

the United States schools generally are exchanged for yemes-

become acquainted with the overseas opportunities, recruit-
ter

the feasibility of such an ntmediate unit.

Another source of teaching personnel is the School-to-School
project which couples overseas schools with schools in the.
States. Numerous mutual benefits are derived from this re-
lationship, one of which is exchange of teachers. Teachers in

If this proves to be successful, other schools may "desire to ex-
plore ie

- Cf.
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sage to the point of origin in the United States will be paid
only after the completion of two years of work. If the teacher
resigns, is dismissed, or if the one-year contract is not renewed,
the teacher must pay for his own return passage. Since the
school is usually obligated to the host country to guarantee
the teacher's return to his home, most of the schools hold
back a portion of the salary that will cover this cost. Whether
or not such action on the part of the school is legal has yet to
be determined.

.. .The need to raise all salaries to a reasonabl level, in addi-
tion to meeting rising living costs, poses su ntial financial

. responsibilities for the schools. Moreover, t e decision to pro-
vide quality education must result in the determination to I
support adequate faculty salaries. In the search for excellence,
provision of satisfactory salaries at the staff as well as the ad-

, ministrative level is imperative.

Benefits to teachers must be viewed as another means of
achieving faculty quality. Benefits which provide additional
reasons for accepting appointment to the stiff promote effec-
tive recruiting. In addition, benefits may help teachers to
adapt to a new living environment effectively and result in a
more productive staff. The proposed program in Barranquilla
for a car allowance, as an example, is an exceptional under-
taking, and while all schools can not emulate this in terms of
the size of the behefit, all can search for ways to make it clear
that the staff is held in high esteem and that their skill's and
effort are highly valued. It must be remembered that staff
members may have forfeited insurance, pension, social security
and similar benefits to work in the binational schools.
(52, p. 39-43)\ .

Mannino also summarizes the recruitment and retention problems:

Too many schools are not attracting or recruiting accomplished
"change agents" among their key administrative and teaching
staffs. Moreover, the turnover among qualified administrators
and teachers approaches 50% annually. No systematic program
of institutional reform or instructional innovation can be built
on that soft a personnel base. (36, p. 114)

Given the problems of recruiting and retaining teachers it would be logical to
assume that teachers may often be assigned to teach outside their major area of
preparation. This was found to be true for language teachers in the eight ASOS in
Latin America surveyed by Fraser which shows utilization of language staff in these
schools in Table 4. .
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TABLE 4. Language Staff.9tilization in Eight ASOS in Latin America, 1970

School A. English.. Spanish Other,
% of all % teaching in
Employed Area of Prep.

Barranquilla 18 6 2 67% 64%

Bogota 32 16 0 62% 68%
Cali , '' 24 9 0 85% 72%

Cartagena r" 8 3 0 61% 71%
Guatemala 19 21 1 42% 50%

Mexico City 48 36 2 63% 78%

Puebla 24- 30 0 40% 28%
Santo Domingo 17 7 1 59% 64%

The percentage of teachers responsible for language instruction ranges from 40% to
85% with a mean of 60%. The proportion of English to Spanish language teachers
employed is indicative of the program emphasis given to each language. In equal
time programs the proportion is nearly one to one, but in unequal time programs;
English language responsibility predominates from 3 to 1 to 7 to 1. The percentage
of teacheis who are actually teaching in their area of major preparation ranges from
28 percent to 78 percent with a mean of 62 percent. (20, p. 156-157)

The problems of recruiting well qualified teachers makes the suggestion of utili-
zation of differentiated staffing in ASOS highly appropriate. Tudor has developed a
model for implementation of differentiated staffing in the American School Foun-
tiation in Mexico City. "It provides a plan for effectively utilizing teacher compe-
tencies" which is crucial when the supply is limited, salaries are low and effective
teachers are hard to find. The concept also provides more individualization by ex-
tending the teacher's skills through use of a teaching team. The composition of the
teaching team includes: (1) professional certified teachers, (2) student teachers/
interns, (3) clerical personnel, and (4) non-professional teacher aides. The inclusion
of the career ladder aspect of differentiated staffing provides the vehicle for on-the-
job training of National teachers. (68, p. 72)

Some ASOS are attempting to upgrade their professional improvement programs
and utilize them as an aspect of teacher benefits in an effort to attract qualified per-
sonnel. The Association of Binational Schools in Colombia hasjorie function to
combine efforts to improve the quality of the professional staffs. The Association
enables the schools to provide greater variety of methods of staff improvement than
one school alone would have. (39, p. 139) The Association has a long term con-
tract with The University of Alabama funded by the A/OS providing for: (1) Grad-
uate courses leading to a Master's degree, (2) Consultative services, (3) Student
teacher assignments, and (4) General assistance in materials, curriculum planning,
guidance and counseling, and testing and evaluation. (39, p. 138) The University of
Alabama has also established a similar relationship with the ASOS in Ecuador, Iran,
Madrid, and Mexico City.

Seaquist rep.orts that 45 teachers in seven Colonibian Association ASOS took
advanced courses for graduate credit conducted on-site. "This signifies an upgrading
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of professional staffs that can result in better instruction. As administrators and
board members realize the advantages for the students that must accrue from such
staff improvement, it seems inevitable that the numbers of teachers taking graduate
courses will increase." (91, p. 218)

Another advantage of the use of an association of ASOS is reported by McWhorter.
. . .sharing personnel by association schobls provides oppor-
tunities to broaden individual school programs and teachers
skills and experience. (39, p. 138)

McWhorter also reports the comparison of professional improvement programs in
Colombia and Venezuela. He comments that:

Venezuelan schools make a greater effort to improve staff
through the use of schoolicwitnunity studies and curriculum
committees than Colombian schools. (39, p. 139)

Mannino reports that several schools'are attempting to retrain host country
nationals for ASOS teaching and other professional positions in an effort to. (1) ob-,
tam and retrain quality teachers, and (2) counter the effects of the high rate of
turnover among U.S. teachers. (36, p. 203) An'examPle of this effort is the special,
"dirioma" program for Mexican nOrmalistas employed by the American School
Foundation in Mexico City. The program involves completion of 45 credit hours of
educational training at Michigan State University. (36, p. 218) School-to-School
projects have aided in improving professional. staffs. More than 20 non-American
teachers in ASOS were in the first group of School-to-School project teachers serv-
ing in U.S. school systems, observing and teaching, and attending college and
university courses. (35, p. 12)

Counce's study of the effectiveness of School-to-School projects reported the
_following opinions of both overseas and stateside respondents:

i. Involvement of teachers in overseas teaching experience had promoted
individual understanding and knowledge necessary to quality performance
in teaching. (94 percent positive)

2. Exchange of human resources has been successful. (83 percent positive:
88% stateside, 78% overseas)

3. School-to-School experiences have helped host country teachers be more
effective in their teaching-learning experiences. (79 percent positive)

4. School -to- School projects have improved relationships between host
country teachers and North American teachers. (78 percent positive)

5. There was evidence of better attitudes toward the U.S. education by host
country teachers. (74 percent positive) (92, p. 103.104)

Counee concludes that ''more needs to be done in.allowing teachers from the
overseas schools more experience in the stateside system." (92, p. 104)

Henken (1966), Williams (1965), Allar (1969), Israel (1967), and Bolger (1967)
conducted personnel studies with some implications for some ASOS.

Henken (1966) investigated role eonflict of teachers in an overseas technical
assistance program. The study e'xamined the relation of self role conflict and con-
flict resulting from perceptual differences in rule expectations to jai satisfaction
and job effectiveness. Subjects were 28 American teachers in the Northern Nigerian
Teacher Education Project. The data gathered on each teacher included
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1) the principal's definition of the teacher's role
2) teacher's petception of principal's expectations
3) teacher's expression of his needs
4) teacher's evaluation of his satisfaction and effectiveness
5) principal/central office rating of teacher's effectiveness
6) descriptive information on each teacher

The study found no relationship between the two conflict indices and either job
satisfaction of self-rated effectiveness. Age, sex, and fxperience were also not re-
lated. Other findings incl9ded:

1. There was a significant relation between needs and defined role and marital
status; unmarried teachers had higher self-role conflict.

2: There was evidence of high disagreement between teacher's self rating and
the principal's rating of effectiveness.

3. There was high correlation between job satisfaction scores and self-rated
effectiveness scores.

4. There was a significant relation between the self rating of job satisfaction
and effectiveness and age and experience; the older, more experienced
teachers saw themselves as more effective and were more satisfied with
ttieir overseas assignment than the younger, less experienced.

Williams (1965) did an exploratory study of some of the factors that influenced
selected teachers in becoming interested and involved in the area of international
understanding. He found that personal contact with a professor or someone else
who was vitally interested was the greatest influential factor, course work had little
or no influence whatsoever.

Ferguson (1969) conducted a study of international hostility and related atti-
tudes of prospective secondary school teachers. Subjects were graduating senior
students in colleges of education. Using questionnaires and interviews, reported
attitudes and knowledge about other nations were elicited. The author concluded
that the evidence failed to support the argument that teacher education programs
meaningfully influence international attitudes. He found also that there was a social
factor' related to generalized hostility, students believed they had the most knowl-
edge about the nations toward which they had the most hostility.

A study conducted by Allar (1969) surveyed colleges and universities throughout
the country for information concerning teacher education programs having any
type of training in international education for elementary teachers. The study
elicited information on the type and effectiveness of the international education
experiences offered. While more respondents reported that they believed that
direct, personal contact with a foreign culture was the most effective type of
activity for training teachers to teach for international understanding, they con-
sidered it an unfeasible method due to costs and unmanageability. Seminars and
institute activities on international education were considered the most effective
manageable methods for training in international understanding. Courses were the
type of experience offered most frequently.

...
_

.
.

B, L Israel (1967) investigated the relationship between teachers',attitudes to-
ward minority groups and their effectiveness as teachers of urban disadvantaged
children. The study assessed whether teachers judged most competent by their
principals expressed attitudes reflecting more favorable dispositions toward minor -
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ity, ethnic and racial groups than teachers judged least competent. The instrument
used was the Faunce Culturally Disadvantaged Questionnaire. Significant difference
was obtained on 40 of the 186 items between the Highly Competent and Least
Competent teachers. Many were directly related to age, teaching experience and
family background. The two most significant variables that differentiated between
the two groups were the educational level and occupational level of the teacher's
father. Other findings and their.implications included:

1. The principals (who had judged the competence of the teaches) had
62.5% agreement in attitudes with the teachers judged as Highly Compe-
tent which would imply that principals tended to iudge.as competent those
teachers with attitudes most similar to their own.

2. Over, half of the teachers judged as Least Competent expressed the desire
to be teaching elsewhere and would rather not be teaching culturally dis-
advantaged children.

3. All teachers lacked knowledge of educational sociology, the culture of
ethnic minorities, creativity andpupil criental hygie,ne. However, those
judged Highly Competent had a better understanding of the culture of the
disadvantaged child. They were more aware of the patterns of living in the
subcultur,and viewed their students with greater empathy. A

Israel recommended attitudinal screening of prospective teachers of disadvantaged
children and a more intensive effort to assign teachers with positive attitudes and
greater understanding to elementary schools in disadvantaged areas.

Bolger (1967) investigated, in a' well-controlled manner, the effects of two
levels of bilingual fluency of teachers un science achievement in a bilingual science
program. The two levels of fluency were. 1) fluent in Spanish and English, 2) Spanish
language oriented, familiar with the language but not fluent. Students were tested
with standardized measures. Analysis of results was controlled for science ability
and for bilingual dominance of the student, but was ntit controlled for use of
Spanish outside school. Bolger found that students of Hispanic background had
higher science achievement in the bilingual program only with the fluent teacher.
He recommended that bilingual programs be staffed only by fluent Spanish speakers.

PUPILS

VIGNETTE

Eugene Row: Bilingualist and Avettge Student

At the age of four, Gene Row spoke nO Arabic and his parents spoke only
English. During nursery and kindergarten, one third of his classmates spoke only
Arabic and half spoke English, and the others spoke six other languages. The school
program was structured to create bilingualism in Arabic and English. Gene was an
average student with normal learningability.

By the time Gene was six, he was pursuing a school day equally divided into
instructional components in Arabic and English. He was also translating for his
parents with the maid. His parents Ind visitors to the school tended to believe that
he was very hright4they certainly hadn't learned Arabieaf ter a few years).

The only thing that puzzled the visitors was that all of the children in Gene's
class became bilingual with no particular effort.
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VIGNETTE

Connie Brecker: Cross-Cultural Model

Connie was fluent irit,Th ilinguages and ppssessed a certain wisdom unusual tot
anyone, particularly for one who was sixteen. She had attended an ASOS which
was average and had studied no more or no less than average students study in
average schools. Connie at an early age began to observe that many' of her fellow
students and their parents "marched to a different drummer:" Their culture, dress,
beliefs, values and other characteristics often differed from stehat she had knOcvn.
Her teacher often'discussed with her class that peoples with different cultures could
not only learn from each other but could also understand a contrasting or different
belief or value against whiclNky could test their own beliefs. Connie frequently
thought Aqui what she believed and why she believed it. She viewed differences ds
opportunities to learn. The major puzzle, she couldn't unravel was why some of her
classmates seemed to equate "different" with "bad'r, but of course she had not met
,their parents Pr former teachers so she couldn't understand the conditions that
created ethnocentric, behavior: Her wisdom grew, however, as she observed that
many of these very satrie'children changed when exposed to a variety of differences
which were simply different r- not good or bad.

Connie was a source of pride to her parents arid to her teachers. Of greatest im-p
p,ortance, hoWeve' r, was that Connie had pride in her own herifage and beliefs, based
on understandiniktIrm and not oh the degradation of others who were different.

Premises

The following premises relate to the Pupil category in the research matrix.
Premise: Pupils in.thetypical ASOS represent a cross section of the

pupil population ,antieven though generally from S'iligher
economic:background, their aptitudes will not vary signifi-
cantly from the pupil p pulation in a typical suburban U.S.
schboh; therefore each OS should assure that Program de-
sign is consistent with t educational needs of the children
and youth it serves not for an idealized pupil popula-
tion. One may expect children to be one standard deviation
above the mean on standardized tests,of scholastic aptitude
when -their parents as a group are well educated, above'
average people.

For examples: (li most ASOS operate as quasi-public schools and admit pupils with
little attention to aptitude, (2), the ASOS which establishes itself as an exclusive
private school probably fails,toKmeet'the criteria established for eligibility as an
tSOS, (3) there is a fallacious tendency to assume that a school supported by
uition is of higher quality than a tax supported one in the U.S., in fact many

private schools in the U.S. operate at a lower per pupil expenditure for instruction
than do public Schools in high income areas, and (4) extra-ordinary but necessary
operating expenses for non instructional purposes in the typical ASOS reduce in-
come available for instruction.

Premise: Graduates of the ASOS are assured the opportunity to pur-
Lsue post-secohdary education in the U.S. for all practical
purposes; however, aptitude and achievement continue as
significant factors in admission to ;many institutions of
higher education.
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... EorIxarriales. (1) In the U.S.. most junicir anitcomrriunityc9Ileges and some four b 'e

year colleges have open door admission policies, (2) some cfnivetsitierhave l'itzeril 4 '
.admissions policies but high failure rates, (3i any high schobl graguate can avail
himself oft an opportunity for post-seCondiry education ;hoivever,_ the fit:dt the
institution to the pupil is a vital lunctitiri for WI ich spicialized-schoolpersonnel are
needed, and (4) results of tests of scholastic aptitude,,as'stieh; do not reflect that a '

. school 'is providing either a superior 4or an inferior education and implying that the

schbol is responsible ode way or. trie other for-such sCores is'inttllectuply fliS-
4 I

honestis weif as inaccurate. . . 1 . . .
.

c. . ,

Coapectus of Research
. :

- , :. - , , ,

Five stticlieA investigated aspects of ASOS pupil behayloit SereaketoTher studies
*,

texaminecith'e behavior of-puPils in bilingual. dr picultural programs.: ., t: .G l
.

,Krajewski.(1?69) inyestigited the relatiehsbip between overseasschool experi-
e, once and .suhsequent*Acadgmic adjustment to :college in the United Stales.)-lis .

4. student. population 'ha'd'one year .or. rribrecoverseas6;econdaryschooling and we're =

grouped according to the sponlorshcppf tlfeirparentstn,) Department Of Defense, , '

,(2) M4Ssionary, (3) Business, anal (4) Federal Government - Civilian. Acadernic,ad-

pstmeniwas measorqd by the extent of, congruencf of correlation bitfeen student
selkoncept conceptneacademic abilities arid aspirations -the realitiesof past'/

.and present acadeniis achievement (the *acidernic 'record). rhefiridihe for each 9f
'the NuroponsorshiP'groups irtcluact '., '',,.. -, - : ,'... w' '

V , ..
}6

'1) For stud,oftts in the DOD gioup, thk ryas little if,any correj4tion ,
. , .

between the facts of the academic Ptcord"and the peiceptions'd
_

. . academic abilitie. `The aspiratiolisAnd,self-concept 'significantly

' exceeded the re rd of seKeverdent. . '
0. . 47.t .

. 2) tu dep ts in the tyrkionary grou,p wereqte highestachievers of the
' four groups but had the'lowest asPirations.and self-concepti.

3) Students in the Btssiness,sponsored group were essentially similar
to the-DOD group but had the lowest records of-achievenierfrand
had high aspipational.and perceptd'allevels. "4

4) The federal- Civilian group appeared to be the most adjusted of
the four groups., There was relative balance between the facts of
academic record and perceptual and aspirational

Gleason (100) analyzed social adjustment patterns and indications of world-
. mindedness of overseas experienced American youth. Like the Krajewski study,

sponsorship of parents overseas was the independent variable as well 8 the criteria

for groupihg,the student subjects. All of' the 157 coil* students inthe study met

the criteria of being American citizens, in dependent status while overseas, and-had

lived anii studied abroad for at least one year; The subjects were screened and sur-

veyed with two questionnaires and 37 were interviewed in-depth concerning the

perceived effects of their overseas experience,. Responses lb questionnaires 'were

submitted to the following analyses. frequency cciernts, preparation of contingency

tables giving crossbreaks of fathers' overseas sponiorship and 6'5 dependent vari-

ables, and,a program for detecting interaction effects among optimal combinations

of explanatory variables.

General findings on the extent of overseas experience for the four sponsorship
groups were important tq interpretation of subsequent patterns of social adjustment
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and indications of worldmindedness. Both missionary and business groups had an
average overseas stay of five to ten years and had established a continuous, func-
tional set of relationships with various segments of foreign societies. Both DOD and
Federal-Civilian groups had been ci erseas four to five years on the average and

, while their experiences were rough! comparable in some areas, they, differed some-
what from the Missionary and Busine groups.

A higher number of problems was reported by those living overseas from three to
seven years during gradbs 1-7. Changes in religious attitude, low, income and living in
More than four countries were associated with more :reported problem areas.
Missionary students lived overseas for the longest period and reported the lowest -
family incomgs-Business students reported the most changes in religious attitudes.,
A lower probleSn -total was associated with an annual family income of $11,000, an
qverseas stay of less tha'n twayears and moving less than three times while overseas.
DOD and Missionary students reported slightly less commitment to A specified re-
ligious belief, while Federal-Civilian and (Business students reported more of a
change to liberal' attitudes and practices. The most positive worldmindedness
responses were associated with the following conditions: (1) Living five to seven
years overseas during grades 1-7, (2) an extensive overseas stay during grade's 1-7'
and Rvingcfive to six more years overseas during grades 8-13(-3) preference for an
established political party rather than preference for 'no governance or inde-
pendent,' (4) an annual family income of less than $20,000, and (5) three or more
moves overseas.

Another study. assessing worldmindedness attitudes among ASOS' students was
conducted 6y Beimler (1972) in the American School Foundation in Mexico City
The study- examines the relationships between cross-cultural interactions .and re-
ported attitudes, of worldmindedness among- junior high school studerits in a
binational school setting.

Malone (1966) conducted a comparative study of students' beliefs and knowl-
edge concerning Latin America and the United States. The subjects in the study
included students in several ASOS in Latin America and in a selected-public sthudl
in the United States. The study utilized a questionnaire to survey the selected stu-
dents. concerning topics of greatest understanding anti misconceptions about the
United States and Latin America. Responses indicated that students in boik school
settings have only very general knowledge and fairly stereotypical beliefs about the
United States and Latin America. The author then made recommendationkto foster
international educational goals. The study also presented background information
on international education in general, aspects of Latin American culture artda de-
scriptilon of U.S. assistance to Latin American countries.

0Patterson (1960) made a comparison of the performances of Mexican and AMP- 'can children in an ASOS setting on measures of ability, ,achidemen't and:,
adjustment. Subjects were students in the American High School in, Mexico City,
and were tested with a variety of instruments. Some of the findings included' ./

1. Differences in ability between Mexican and American students were es5bn--
tially related to English languageproficiency.

2. Over all there was no difference in total achievement; hol,,.vever, American
students scored better in reading comprehension,-verbal; tasks and-logical
reasoning.

A

A`3. There' was no significant difference on personal, adjustrrient measures.
4. Mexican students found it more difficult to Must to the binational st6o6I
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,setting. They tended to develop more nationality conseousness,which may
have inhibited the establishment of 'good peer relationships.

5. Both Mexican and American students generally accepted the American

High School; only one in five. reported arty evidence of dissatisfaction.

6. Both Mexican and American students were generally accepted by th'e stu,-
.dent body as a whole; 65 percent reportedattive participation in school
activities,

7. Both Mexican and American students tended to choose their vocations
from limited possibilities which may be a function of socioeconomic class.
The age at whi6h the choice was made was about the same foi both groups.

A major aspect of Fraser's study (1970) involved the measurement of bilingual

achievement of students in eight ASOS in Latin America in order to compare the
outcomes of various types of bilingual programs. A total randomly selected sample

of '678 students from grade's one throcigh twelve was tested with the language-
related instruments of the Cooperative Inter-American tests iri English and Spanish.
Test scares, length of time in the program and grades in English and Spanish were
utilizecras variables to determine whether significant separation could be obtained
with discriminant analysis between the major types of language program organiza-
tions identified. Language program organizations-were differentiated by the amount
ofakhe and the amount of instructional use given each language..

Two patterns were identified at the elementary level equal time and use of both
.languages, and unequal time and use with English predominant. piscriminant analy'
sis indicated that the outcomes of these two types of programs were significantly
different to the .001 level in every case, and were different to the .0001 level of
significance when subjects were grouped by native language.

Three organizational patterns were identified at the secondary level. equal time
and use of both language's, equal time and unequal use with Spanish predominant,
and 'equal time and unequal use with English predominant, Discriminant analysis
indicated significant difference in the outcomes of the three types to the .001 level
and to the .0001 level of significance when subjects were grouped by native
language.

, Evidence of bilinguality was indicated by the amount of difference between the

scores on English and Spanish measures. The conclusions of the study included

1. When native language was not considered, programs incorporating equal

time and use of both languages appeared most likely to produce bi-
linguality.

2. When resultl-were controlled for native language, equal time and use pro-
grams were most effective only for native English-speaking students Native

Spanish speaking students in theSe programs had lower mean scores on

English measures than students in other programs.

3. Predominantly English language programs appeared to be more effective

in producing bilingualityfor native Spanish-speaking students at both the

elementary and secondary levels. However, native English-speakingotudents
in these,programs had lower scores on Spanish measures than students in

.eqiial time programs.

4, Native Spanish- speaking students in programs with English predominant
had higher mean scores on Spanish measures than native Spanish speakers
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in both equal time and Spanish predominant programs.

One additional result was interesting in that it contradicted one of the cardinal
principles of second _language teaching. In several schools, native Spanish-speaking
students began English reading instruction before learning to read in their native
Spanish with little or no detrimental effect to Spanish or English language achieve-
ment measures. In fact, this occurred in programs most associated with producing
bilinguality for native Spanish speakers. Fraser commented that investigation of the
social climate in these schools and particularly the status accorded each language in
the school and home environments would most likely be helpful in explaining this
result.

Several other studies were found which explored pupil behavior in multi-cultural
school environments in the United States.

Beecher (1968) sought to determine the patterns of acceptance and rejection be-
tween Puerto Rican and Negro students in New York City. Three hypotheses were
tested.

1. That social distance was related to length of residence and residential prox-
imity. Part of this hypothesis was supported. The Ohio Social Acceptance
Scale was administered and length of residence did correlate significantly
with a .397, but residential proximity did not appear to have a relation.

2. That skin color was related to. socio-metric choice;. This hypothesis was
not supported.

3. That when either group was in the minority, acceptance scores would be
higher than when both were in the minority or in the majority. The reverse
of this hypothesis was supported.

Beecher concluded that "the social climate of the school environment rather than
the variables measured was largely responsible for positive relationships between
the two ethnic minorities in the sample."

Parmee (1966) investigated the perceptions of personal and social problems by
students of different ethnic backgrounds. The study analyzed problems reported by
Mexican American, Anglo-American and Negro students in terms of their relation-
ship to ethnic or adolescent influences. The author concluded that the reported
problems indicated participation in the large American adolescent culture as well as
the culture of the ethnic group, and in fact, more problem areas reflected general
adolescent concerns than ethnic differences. The most apparent ethnic differences
were found in problems related to personality and self-concept. Negro and Mexican-
American students reported low self-concept in terms of physical appearance, per-
sonality assessment and estimation of ability. Mexican and Anglo students expressed
the desire for social improvement, Anglos more so than Mexican. Negro students
expressed the least number of problems, however, the effects of racial prejudice and
social rejection were evident in their responses.

Plott (1967) analyzed the characteristics of Mexican-American and Anglo-
American students who were participants in co-curricular activities. The study ex-
amined the characteristics of school adjustment, school attendance, educational
development>cOeptic grades, pupil attitudes and physical characteristics of boys
as factors of poss76le difference between participants and non-participants in co-
curricular activities. Findings were:
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in both equal-fime and Spanish predominant programs.

One additional result was interesting in that it contradicted one of the cardinal
principles of second language teaching. In several schools, native Spanish-speaking
students began-English reading instruction before learning to read tn-their native
Spanish with little or no detrimental effect to Spanish or English language achieve-
ment measures. In fact, this occurred in programs most associated with producing
bilinguality for native Spanish speakers. Fraser commented that Investigation of the
social climate in these schools and particularly the status accorded each language in
the school andikme environments would thost likely be helpful in exylaining this
result.

Several other studies were found which explored pupil beha;tio'r in multi-cultural
school environments in the United States.

Beecher (1968) sought to determine the patterns of aCceptan4 and rejection be-
tween Puerto Rican and Negro students in New York City. Three hypotheses were
tested.

1. That social distance was related to length of residence and,residential prox-
imity. Part of this hypothesis was supported. The Ohio social Acceptance
Scale was administered and length of residence did correlate significantly
with a .397, but residential proximity 'did not appear t0'have a relation.

2. That skin color was related to socio-metric choices. This hypothesis was
not supported.

That when either group was in the minority, acceptance cores would be
higher than when both were in the minority or in the majoty, The reverse
of this hypothesis was supported.

Beecher concluded that "the social climate of the 'School environment rather than
the variables measured was largely responsible for positive relationships between
the two ethnic minorities in the sample."

Parmee (1966) investigated the perceptions of personal and social problems by
students of different ethnic backgrounds. The study analyzed problems reported by
Mexican-American, Anglo-American and Negro students in terms of their relation-
ship to ethnic or adolescent, influences. The author concluded that the Deported
'problems indicated participation in the large American adolescent culture as well as
the culture of the ethnic group, and in fact, more problem areas reflected general
adolescent concerns than ethnic differences. The most apparent ethnic differences
were found in problems related to per1mality and self-concept. Negro and Mexican-
American students reported low self-concept in terms of physical appearance, per-
sonality assessment and estimation of ability. Mexican and Anglo students expressed
the desire for social improvement, Anglos more so than Mexttan. Negro students
expressed the least number of problems, however, the effects of racial prejudice and
social rejection were evident in their responses.

L
Plott (1967) analyzed the characteristics of Mexican-American and Anglo-

American students who were participants in co-curricular activities. The study ex-
amined the characteristics of school adjustment, school attendance, educational
development, academic grades, pupil attitudes and physical characteristics of boys
as factors of possible difference between participants and non-participants in co-
curricular activities. Findings were:
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1. Both Mexican-American and Anglo participants had better scores on the
Iowa Test of Educational Development and had better academic grade
averages than non-participants.

2. Anglos had better scores on educational development measure, but the
educationally advantaged did not do better on this measure than the
educationally disadvantaged.

3. There was no differenCe in physical characteristics between participants
and non - participants.

4. All groups were remarkably homogeneous on attitude measures.

The author concluded that participants and non-participants in co-curricular activi-
ties do not differ significantly in school attendance, on attitude and adjustment
measures, or in physical characteristics.

CHAPTER II

THE RESEARCH MATRIX

INTRODUCTION

This Research Matrix is designed to assist in identifying and categorizing research
conducted concerning education as it relates to the American Sponsored Overseas
School (ASOS). The matrix system was developed to serve as a guide to synthesize
information available at the time of the study.

The overseas schools areedynamic and of great interest to the student of inter-
national affairs and of cross-cultural education. The serious reader may well use the
matrix for an expanded taxonomy to classify the developing literature on a con
tinu ing basis.

The use of this matrix and the value to the user should vary according to the
purposes for which it is used. For the person deeply interested or vitally concerned,

it will be 'useful as a base and ,a model for continuing study, adaptation, and
expansion. For most readers, it will serve three major purposes: (1) to provide a
systematic analysis of research which has been accomplished and thus avoid unin-
tended duplication, (2) to identify voids in the existing research base and there-
by assist potential researchers in adding to the existing literature, and (3) to provide
a wealth of information for anyone concerned with the topics covered. The latter
should be of particular interest to board members, administrators, and teachers in
the ASOS or contemplating involvement.

CODING SYSTEM

This matrix indicates the categories of information included by the author in his
study, The following coding system has been developed in order to report the
nature of the information within individual categories.

The reporting code attempts to differentiate three types of information. These
three are: (1) Statistical Data, (2) Descriptive/Historical Data; and (3) Prescriptive/
Theoretical Data. Each type is described-on the foHowing page.
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Statistical Data: This categoryIncludes all quantified information that allows the
author to compare and contrast populations using statistically analytic pro-
cedures made possible by, the utilization of standardized measurement scales.
Examples include all experimental studies in which variables are manipulated
and measurements taken, and all studies in which quantified information is
statistically analyzed.

Descriptive/Historical Data: This category includes all studies which attempt to re-
port an accurate picture of things as they are or were. Examples would include
descriptions of programs, physical ptants, orgairizationat structuresand the

Where several examples are compared, and differences are reported by
the author in a narrative commentary, such comparative studies would remain
iri the Descriptive/Historical category. However, aspects of comparative studies
which have been quantified and for which measurable differences have been
statistically analyzed, these aspects would be placed in the_Statistical Data
category. lit many instances,' studies will include both types of data. The data
are typed as sensitively as, possible, using the sub-categories of the matrix to
permit various aspects of the study to be reported.

Prescriptive/Theoretical Data: This type of data differs from that found in both the
Statistical and Descriptive/Historical types" becAse it deals with idealized
concepts. Theoretical data referred to in this typology includes models and
conceptualizations of programs, such as generalized models of bilingual pro-
grams And theoretical models such as organizational models, planning models,
school/community interaction models and so on. These differ from descrip-
tivestudies in that they are generalized models from which specific examples
may be expected to differ. Prescriptive data and theoretical data are com-
plementary because they both deal with idealizations frorh which reality may
be expected to depart. Prescriptive data largely takes the form of expressions
by parties associated with the overseas schools on "how things ought to be"
in contrast with studies which focus on how things are.0

Each of the three data types identified in the code is further divided into three
levels for reporting data sensitivity. These levels are differentiated by the degree of
control exercised by/lthe author over the initiation, production and collection of
data from which his study is drawn. While practices will vary in the different types
of data, in each instance the most sensitive level it,considered to be data which the
researching author selected for collection, exercised personal control over its collec-
tion and can most reliably report. Each of the levels within the three data types are
described as follows:

1. Statistical Data:

Level A. The author selected or developed the instruments with which quanti-
fied data were collected, was responsible for establishing the condition's
under which the instruments were adfiinistered, and collected the re-
sultant data for analysis. The author`was personally on site at the time
of instrument administration.

Level B. The author selected orsleveloped the data collecting instruments and
initiated their administration. However, he relied upon other personnel
for implementation, and though he provided guidance, he did not exer-
cise personal control over the data collection process. The author did
assemble and analyze resultant data.
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Level C. The author did not exercise personal discretion in the selection of in-
struments but sfttected data available from instruments administered,
previously for some other purpose. He did not initiate the original data
collection process and so can only infer the conditions under which the
data was collected. This level would include studies utilizing previously
taken measures. such as ...IQ scores, achievement test scores and other
similar measures found in student records.

2. Descriptive/Historical Data

Level A. The author personally observed the situations or conditions being
described. He developed or selected the observational instruments and
personally supervised the collection of the observational data. In the
case of historical studies, the author utilized primary source doCuments,
such as original records, correspondence, memoranda and the like, or
intefuiews with individuals having first-hand knowledge ' of past

co' nditions.

[eve] B. The author selected or developed the instruments with which the in-
formation was reported. Hovy.ever, he relied on other personnel to make
the actual'observations or report the information to him. Examples at
this level would be studies Utilizing survey questionnaires, postal ques-
tionnaires and interviews with involved personnel eliciting descriptive
information. Historical studies at this level utilized summary reports
and other materials prepared by involved personnel at the time or soon
after the time being studied.

Level C. The author utilized information for his study which had been pre-
viously prepared for some other purpose. Examples of studies at this
level would be those which utilized information collected by or for
accreditation associations, previous studies, Office of Overseas Schools
reports and other previously published materials and information.
Historical studies at this Nvel would be those utilizing previously pub-
lished interpretative materials, such as dissertations, books, articles and
other writings which present an interpretative view of the period being
studied.

3. Prescriptive/Theoretical Data:

Level A. The author developed the theoretical concepts, models, or prescrip-
tions reported. He personally collected or supervised the collection of
the observations and data on which the theoretical concept is based.
The data was collected and assembled for the express purpose of the
study.

Level B. The author developed the theoretical concepts, models, or prescrip-
tions reported, but he utilized as a basis for his study, information and
previously published material and writings which had first been collected
for \some other purpose. He did not initiate the collection of the data
and so can only infer the conditions under which it was first assembled.

Level C. The author did not develop the theoretical concepts, models or pre-
scriptions repui ted, but his study consists of an explication, translation,
interpretation or clarification of theoretical concepts previously de-
veloped. Modifications or applications of existing theoretical concepts
to the overseas school context would be classified in this category.
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REGIONAL CODE

In order to identify the geographic region in which the study was conducted,
code number(s) in the column marked Region are used. The code numbers and
corresponding regions follow:

1 Far East
2 Near East/South Asia
3 Africa
4 Eastern Europe
5 Western Europe
6 Mexico/Central America
7 South America
8 North America
9 World
N, Specific country designa0on

Several authors treated more than one item which appears in the Research
Matrix. Some items are treated in a tangential or minor way, and these are differ-
egtiated from major treatment by including the code number in paregthese,

The preceding discussion of the matrix and coding system is simplified to facili-
tate understanding and to accelerate the use of the matrix.

SIMPLIFIED CODING SYSTEM

1. Statistical Data A. Standardized measurement
8...Author-developed collecting instrument

or process
C. Data already collected by someone else

Descriptive/Historical A. Direct observation or primary source
documents

B. Observations by others and previously
reported information

C. Use of information originally prepared for ,
other purposes

-3. Prescriptive/Theoretical A. Author developed theoretical concepts,
models, prescriptions, etc. on basis of
data he collected

- Author developed theoretical, ,

etc. on basis of data others collected``
C. Author expanded or analyzed concepts,

models, etc. developed by others( ) = Minor treatment
REGION

1. Far East 6. Mexico/Central America
2. Near East/South Asia 7. South America
3. Africa 8. North America
4. Eastern Europe . 9. World
5. Western Europe N. Specific coun rx designation

The following outline of topics included in the Rese rch Matrix will facilitate the
location of any single item.
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MATRIX OUTLINE

School Setting

A. Sv1acro-Societal Setting

1. Geographic Factors
2. Family StrUcture
3. Social Class Patten-is
.4. Cul airal/ Religious Orientation
5." Enculturating Educational Practices'
6. Host Country Economic Characteristics
7. Host Country Political Profile
8. Politicization df Host Country Education
9. Cross - Cultural Studies: United States and Host Country

B. Micro:Societal Setting (School Clientele)`

1. National Cultural Make-Up
2. Bilinpalitr .

3. Socio-Economic Characteristics ..
4. Political Status in Host Country
5. Cross-Cultural Attitudes
6. Attitudes Toward Host Country Education
.7. Attitudes World Citizenship
8. Philosophic /Religious Orientation
9. Values Related to Education

101 School Community Relationships

, II.' .School Institutionalization

A. Institutional Foundations

b

^

1. Origins and Historical Development
2. Rationale for Development
3. Institutional Ownership, Governance, and Perpetuation
4. Legal Status in Host Country Government Relationship
5. Parameters. of Activity: Accrediting Associations Relations, and

so forth

B. InstitutiOnal Purpose

1. Philosophy and Objectives
2. Policy Development

C. ,Sources of Support

1. Client Derived
2. By external Sources
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InterInstitutional Relationships

Regional ACcrediting Associations
2. Consortia
3. U. S. Schools
4. Host National SchOols
5. Universities
6. U. S. Governffient

III. School Organization and Administration

, A. Administrative Structure'

1. Executive
2. Supervisory
3. instructional Division
4. Ancillary Divisions

B. Administrative Mode

C. Administrative Functions

1. ' Planning
2.. Financial Managemnt
3. Recruitment, Selection and Assessment of Personnel .

4. Pupil Selection-and Admission .-

5.. Program Evaluative
6. Develop/nem of Financial Resources
7. Personnel Improvement
8. Physical Plant Development
9. Physical Plant Maintenance

D. Provisio of SupporfiVe Services

1. otinselihg and Guidance
.2. esting and Evaluation
3. a Transportation

IV. School Program -

A. Curriculum and Instruction

1. Curriculum Develdpment
2. Curriculum Organization
3. Program Objectives
4. Cognitive Content
5. Affective Content
6. Psychomotor Content
7. Instructional Resources
8. Characteristics of Instruction
9. Instructional Objectives

10. Curriculum Evaluation and Assessment ,
106
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11. Co-Curricular Activiiles
12. Curriculum Models

B. Related Literature

1. Bi/Multi-Lingual Education
2. Bi/Mu I ti-Cul turaJ Education
3. Teaching English as Second Language
4. Other Second Language Teaching

Advantages and Implications of Bilingualism
6. Measurement of Bilingualism
7. Value and Attitude Development
8. Value Teaching

V. Personnel

A. Full-Time Personnel

1. General Characteristics
2. Naticinality
3. Bilinguality '-

4. Mobility
5. Academic Preparation
6. Professional Preparation .
7. Exceptional and Specialized Competencies
8. Salaries and Fringe Benefits
9. In-Service Training

10. Cross-Cultural Professional Opportunities
11. Academic Opportunities
12. Professional Associations
13. Attitudinal Studies

B. PartTime Personnel

1. General Characteristics
2. Nationality
3. Bilinguality
4. Mobility
5. Academic Preparation
6. Professional Preparation
7. Exceptional and Specialized Competencies
8.. Salaries and Fringe Benefits
9. In-Service Training

10. Cross-Cultural Professional Opportunities
11. Academic Opportunities
12. Professional Associations
13. Attitudinal Studies

C. Auxiliary Para-Professional Personnel

1. General Characteristics



IP

2. Salaries and Fringe Benefits
3. Professional Preparation
4. On-Job Training Opportunities
5. Academic Training Opportunities
6. Assignment
7` Advancement to riofessional Status-

VI. Pupils

A. Profile

1. Pupil Profile
2. Nationality
3. Mobility.
4. Bilinguali ty

,8. Pupil Achievement/School

1.

2. General-Affettiye
3. Cultural Values,-Attilifdes, Beliefs
4.. Psychombiesi _

C. Pupil Acbievement/o1low-up Studies
_

D. Pupil_Behavior in Multi-cultural Setting

Note In several uses, authors were requested to encode their research on the Research
Matrii=. ksampte Such__caseswas verified. In most cases, encodtxlg was effected
bytifi-iiiihor of the publication.

_
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EPILOGUE

VIGNETTE

Pablo, Dawson and Caryl.. Heritage Fulfilled

The Conference Committee of the International Congress was scheduled to meet
on August 11, 2017. The members Would arrive at agreements which would have
direct impact on the relatively stable world population of two billion people.

, Experts in the 1970's had projected a doubling of the 3.9 billion people by 2009
but they had not realizali the magnitude of population decline which occurred after
the catastrophic famine of,1977.

Pablo O'Leary, representing the African Complex, reflected on his heritage: an
Arlierican grandfather, a Welsh mother, a Mexican wife whose grandfather was
Ecuadorian, and he was among the first of a nationality called Man. His grandfather
had told him of a diplomat in the Pre-Hydrogen Energy era, with whom he had
chatted frequently, who had been the first to suggest that international law was the
precept on which a peaceful world could exist. The personal stories had Whetted his
interest during his post-doctoral study in international law at the UN University in
Nairobi in 19$2. His father had told him often of his own early days of schooling in
a multinational, bilingual setting and how the understanding gained had helped in
founding the International Universities throughout the world.

Dawson Hauer was the Conference Committee's expert on "selection for the
right to work." With only 20 percent of the world's`peoples needed to work in
order to provide the goods and services for all, the topic was a persistent problem.
With increased emphasis on the abolition of most remaining personal services, the
committee was confronted with serious choices:

Dawson reflected on the changes in his lifetime. His grandfather had told him
many times during his high school days in the early 1970's that something no less
drarriatic and awful than nuclear holocaust would bring about mankind's full
understanding of his interdependence. was regrettable that he didn't live to see the
most dramatic change in history occur in only two decades: the accidental
discovery of the means of harnessing and storing pollution free hydrogen fuel
catalyzed by solar energy in 1977 and production of limitless and cheap energy by
1979; devastating famine in w 900 million people died in 1977-1984;
threatened and near nuclear att by a starving country on its neighbor in 1982;
outlawing internationally all nuclear devices and weapons in 1983 and their exit
into space in 1984; nitrogen fixation from air in 1985 providing abundant fertilizer
paralleled by criss-cross irrigation Ad water transportation systems throughout the
world; and solar powered desalinization of seawater and topsoil recovery capability.
The capstone was the formation of the International Congress in 1986 with sole
power to maintain a peace keeping force and with final power to judge all disputes
through international law. That civilization had taken a quantum jump was a
realized fact that had been only a dream and a hope'for the 22nd Century.

Dawson could barely conceive that energy was free and abundant, that food,
water, shelter, clothing and climate control were available to everyone in this year
of 2017 He was plagued with the speculative question if this could have happened
without a cost of the lives of two billion people. The Nation States of Europe
which he represented had funded an in-depth research project in 2002 to treat the
question. The young researcher, Caryl Soloman, was the current representative
from the Americas and the third member of the Conference Committee.
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Caryl Soloman's grandmother Connie Brecker, had been the first woman
President of the United States. Caryl had learned much from her. Caryl's major
contribution had been the ability to reduce complex concepts into simple,
understandable terms. Her earlier research which had guided many post-famine

precepts was reducible to simple terms: International law was a transcript of natural

law; with no fear of failure combined with security for self and family, people
could pursue their potentials without fear, hate or anxiety; that indeed interde-

pendence was a given. ..

The peoples of the world felt secure and well represented as Pablo O'Leary

called to order the session of the Conference Committee.

d

*
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